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ABSTRACT

The purpose of this study was to explore the self-perception of compassion satisfaction,
compassion fatigue, and burnout by student conduct administrators working in the United States
of America. Additionally, this study looked at the years of experience, job responsibilities, oncall responsibilities and direct student contact hours which may impact an individual’s overall
professional quality of life. To accomplish the objectives outlined in the purpose statement, the
following research questions were explored:
1. What is the relationship between student conduct professionals’ compassion satisfaction,
burnout, and secondary traumatic stress?
2. What is the relationship between student conduct professionals’ years of experience and
compassion satisfaction, burnout, and secondary traumatic stress?
3. What is the relationship between student conduct professionals’ responsibility areas and
compassion satisfaction, burnout, and secondary traumatic stress?
4. What is the relationship between student affairs professionals serving in an on-call
capacity and compassion satisfaction, burnout, and secondary traumatic stress?
5. What is the relationship between student conduct professionals’ amount of direct student
contact and the compassion satisfaction, burnout, and secondary traumatic stress?
This study utilized a quantitative methodology to collect data. For the purposes of this
study, members of the Association for Student Conduct Administration were selected as the
intended sample population. The study sample was comprised of 381 individuals (n=381). The
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web-based survey included Stamm’s (2010) Professional Quality of Life Scale (ProQOL),
closed-ended questions as well as a demographic survey.
The study findings indicated that student conduct and behavior intervention professionals
exhibited average levels of compassion satisfaction, burnout, and secondary traumatic stress.
Correlations within the study sample existed negatively between compassion satisfaction and
secondary traumatic stress with a positive correlation between burnout and secondary traumatic
stress. Statistically significant results included the relationship between compassion satisfaction
and the job responsibilities of academic integrity and alternative dispute resolution. Additionally,
a statistically significant finding between burnout and the job responsibilities of student
organizational conduct and Title IX investigation and adjudication. Lastly, a statistically
significant difference between hours of direct student contact hours and secondary traumatic
stress as well as a statistically significant predictor between hours of direct student contact hours
and compassion satisfaction were established.
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CHAPTER 1
INTRODUCTION
Background
A hallmark of the collegiate educational experience provides students with increased
access to knowledge, a multitude of choices and new freedoms as a part of the growth and
development of the student. Challenges students may face as a part of the transition to college
involve balancing newfound independence with responsibilities with reduced parental or familial
oversight (Dungy & Gordon, 2011; Waryold, 2013). As a result of these new opportunities,
diverse student populations and new environments, the environment for student misconduct to
occur exists (Dungy & Gordon, 2011).
Within the higher education setting, the role of addressing the needs of students provided
the foundation for the Student Affairs profession. One specific area, student conduct
administration, has served as a central part of the role of the administrator from the beginnings of
student affairs. According to Rhatigan (2009), the role of the early deans of men encompassed
the concept of educating the whole student with a responsibility to address student discipline.
Serving in a multitude of roles within the campus environment, the role of the student affairs
professional has been central to the educational mission of educating students both in the
curricular setting and in the co-curricular setting.
Addressing student misconduct on the American college campus has been of concern
since the founding of the institutions of higher education. The challenges of addressing discipline
starting in the 1700s until present day have had a great impact on the educational communities

1

the incidents occur in. Thomas Jefferson, in correspondence to Dr. Thomas Cooper in 1822,
stated
“I have heard with regret of disturbances on the part of the students in your seminary.
The article of discipline is the most difficult in American education. Premature ideas of
independence, too little repressed by parents, beget a spirit of insubordination, which is
the great obstacle to science with us, and a principal cause of its decay since the
revolution. I look to it with dismay in our institution, as a breaker ahead, which I am far
from being confident we shall be able to weather” (Jefferson, 1822, para. 1).
As we come closer to two hundred years since Jefferson’s letter, many of the same challenges
faced in the 1800s impact colleges and universities today.
The role of addressing student conduct issues has also shifted. While the role of student
discipline initiated with the faculty or advisors, the role has since transitioned to student affairs
(Dungy & Gordon, 2011). The foundation of student affairs is founded in student conduct
administration. As the responsibilities of the faculty increased, the need to address student
discipline needed to transition to other individuals on campus. As a result, the first positions
created within student affairs, initially called student personnel, were responsible for addressing
student misconduct (American Council on Education, 1937). In the 1940s and 1950s, the
addressing of student misconduct was originally addressed as disciplinary counseling
(Williamson, 1949). With the increase in college population as a result of the G.I. Bill, the
implementation of due process in the college environment based on Dixon v. Alabama State
Board of Education (1961) and the student activism movement of the 1960s and 1970s, student
conduct evolved with the students coming to the campuses.
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The impact of the recent United States Department of Education Office for Civil Rights
Dear Colleague Letter of 2011 (Ali, 2011) and the White House Task Force to Protect Students
from Sexual Assault created in 2014, the 1 is 2 Many campaign, the Not Alone campaigns, and
other similar foci on the role of the college or university in safety and security have impacted
modern student affairs practice. ”Student conduct practitioners often find themselves at the
intersection of competing values systems- institutional, legal, ethical, and individual” (Fischer &
Maatman, 2008, p. 14). As a part of their roles, student conduct administrators may serve as
counselors, referral agents, advisors, policy and decision makers, supporters and helpers to the
students on their campuses and their communities.
The desire to assist others and serve in a helping capacity is often driven by an
individual’s empathic nature. Empathy allows the helper to establish a connection with the
victim to gain a greater understanding of the victim’s experience as well as establishing trust
(Wilson & Thomas, 2004). Within the helping role, there are two facets to empathy: empathic
attunement and empathic strain. Empathic attunement is the ability to understand and effectively
communicate another individual’s experience through both their verbal and non-verbal cues
(Wilson & Thomas, 2004). Traditionally associated with therapists, helpers with a high level of
empathic attunement have the ability to comprehend another person’s experience and engage in
discussion about the experience effectively. While the helper has not directly experienced what
the victim or survivor has experienced, he or she can successfully infer facts about the
experience or incident. In contrast, empathic strain creates a barrier for a helper due to
interpersonal or other barriers. This strain impacts a helper’s ability to connect with the victim or
survivor fully. Empathic strain may decrease the helper’s ability to assist other individuals fully
thus impacting the effectiveness of the intervention. Empathy allows others to better understand
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another person’s experience, but in the process, the experience of understanding may have a
greater impact on the helper than expected.
Due to the nature of serving in helping roles, helpers may encounter a wide variety of
stressors within his or her job or role responsibilities. The environment in which situations occur
may prove to be challenging due to the emotional state of the victims or survivors involved as
well as possible physical barriers due to of the situation environment. Serving in a helping
capacity when crisis or conflict situations occur, first responders may work with primary and
secondary victims of crisis. In working with survivors, stress, exhaustion, mental fatigue, and
physical fatigue may impact a helper’s ability to help effectively. Additionally, job demands and
external pressures outside of the crisis incident may place additional pressures on individuals
working with populations impacted by crisis. As a result, empathic and emotional strain may
impact first responders to crisis situations as a result of their work.
In assisting other individuals in crisis, the helpers may be more susceptible to vicariously
experiencing trauma themselves. In 1980, the American Psychiatric Association first identified
the diagnosis of Post-Traumatic Stress Disorder (PTSD) in the Diagnostic and Statistics Manual
III (DSM-III). The most recent iteration of the Diagnostic and Statistical Manual, the DSM-5,
released in 2013 includes stressors that may contribute to a PTSD diagnosis. With regard to
caregivers, one of the stressors identified as contributing to PTSD is exposure to information
about a trauma or crisis situation through the course of their job duties (American Psychiatric
Association, 2013). This diagnosis criterion indicates that individuals who were not present at an
incident may still be impacted as a result of their job duties.
First responders and support personnel are exposed to the sights, sounds, and stories from
an incident location as a result of serving in a triage capacity on-site or providing care in the
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aftermath of the crisis situation. Due to the nature of the work of assisting victims of crisis,
helpers may be exposed to four different types of emotional strain: compassion fatigue, burnout,
secondary traumatic stress, and vicarious traumatization (Wilson & Thomas, 2004).
Additionally, as a result of empathic attunement, responders may experience compassion
satisfaction as well.
Compassion Fatigue
Compassion Fatigue (CF) was initially identified while observing helpers and family
members who worked with solders with PTSD (Figley, 1995). The helpers working with the
solders exhibited signs of both emotional and physical exhaustion which impacted their work.
The helpers exhibited symptoms of depression, exhaustion, and frustration (Stamm, 2010.b).
Due to the stressors, a negative impact of working with others in a helping capacity was
identified. (Rothschild & Rand, 2006). Compassion fatigue can be described as the stress
experienced by an individual as a result of caring for others who need assistance (Figley, 1995;
Wilson & Thomas, 2004). As a result, compassion fatigue is “the natural consequent behaviors
and emotions resulting from knowing about a traumatizing event or experience suffered by a
person” (Figley, 1995, p.7).
Burnout
Burnout is a term frequently associated with compassion fatigue in the literature. Burnout
occurs when an individual is negatively impacted through his or her emotional involvement and
engagement (Figley, 1995; Rothschild & Rand, 2006; Stamm, 2010a). As a result of burnout,
individuals may exhibit a state of exhaustion. Research has shown an individual’s life can be
impacted both personally and professionally as a result of burnout, including an individual’s
sense of physical and mental effectiveness in his or her life (Figley, 1995). Situations which
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require a high level of emotional involvement may cause vulnerability for professionals who do
not have adequate support within their position or feelings of positive work accomplishments
(Adams, Boscarino, & Figley, 2006).
Secondary Traumatic Stress
Secondary traumatic stress (STS), which can be related to PTSD, occurs when an
individual assisting a victim of a traumatic situation becomes a secondary victim of trauma
through the knowledge of the event and the desire to assist the other individual (Figley, 1995).
STS can manifest from either directly helping a person in crisis or through the desire to assist
someone despite personal ability or training (Figley, 1995). While the individual experiencing
STS has not directly experienced a traumatic situation, the act of providing assistance to a person
who has experienced a traumatic situation can victimize the helper. This term may be called covictimization (Figley, 1995). Higher instances of STS can be seen in responders who may not
have the experience necessary to address the situation as well as in periods where time may be
limited (Severn, Searchfield, & Huggard, 2012; Sprang, Clark, & Whitt-Wooley, 2007).
Vicarious Traumatization
Vicarious Traumatization (VT) differs from Compassion Fatigue and Secondary
Traumatic Stress with regard to its effect on the individual. While CF and STS both impact the
helper, vicarious traumatization causes a transformative experience for the helper with regard to
his or her interpretation of the traumatic event (Wilson & Thomas, 2004). The experience of
knowledge surrounding the traumatic event directly affects the helper and changes his or her
views on the trauma and personal understanding of the self. The impact of VT can be a
permanent and impact an individual’s capacity to support others in the future. A responder
experiencing VT may experience feeling isolated from others as well as one’s own feelings and
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thoughts, a decrease or a regression in personal growth, and a disconnect from one’s established
identity (Wilson & Thomas, 2004). The dramatic impact on the self as a result of helping greatly
distresses the helper for an extended period of time.
Compassion Satisfaction
In comparison to the emotional strains a helper may encounter, there are also intrinsic
benefits that helpers experience through giving assistance to others. As a result of assisting
others, responders may experience a positive feeling about the work that they are. As a result, a
person’s positive belief about their work effectiveness helps compassion satisfaction (CS)
acquisition (Stamm, 2010b).
Within the field of Traumatology, professionals may be susceptible to compassion
satisfaction, compassion fatigue, burnout, secondary traumatic stress, and vicarious
traumatization. Nurses, doctors, social workers, clergy personnel, lawyers, first responders, and
other caregivers regularly come into contact with individuals who may be experiencing or have
experienced a crisis situation. Due to the job responsibilities, these helpers are exposed to both
the positive and negative impacts of compassion satisfaction and compassion fatigue.
The research currently available on compassion satisfaction and compassion fatigue has
been completed in over 1,000 publications (Stamm, 2010a). The research spans across several
disciplines looking at the impact of compassion satisfaction, compassion fatigue, and burnout.
Within the medical fields, including mental health professionals, the positive impact of
compassion satisfaction on the caregivers has been explored in depth (Craig & Sprang, 2010;
Severn, Searchfield & Huggard, 2012; Sprang, Clark, & Whitt-Woosley, 2007). With regard to
compassion fatigue, research has been completed in social work, counseling, and health care
(Dass-Bralsford & Thomley, 2012; Lauvrud, Nonstad, & Palmstierna, 2009; Musa, 2009;
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Stamm, 2010a). However, a gap in the literature exists within higher education, student affairs,
and specifically within student conduct administration regarding compassion satisfaction and
compassion fatigue.
Statement of the Problem
Student conduct professionals serve in a variety of roles within the diverse environments
on college and university campuses. Primarily, student conduct practitioners address the
behaviors of students who may be causing, directly impacted by, or contributing to deviant
behavior on college campuses. Job responsibilities may include serving as hearing officers for
possible violations of the student code of conduct, Title IX coordinators or investigators of
gender-based incidents of harassment, and members of behavior intervention or threat
assessment teams. In addition to working with students, family members, colleagues and other
constituencies, the daily functions of student conduct work provide opportunities for both
rewarding and challenging professional opportunities. From the interactions individuals have in
student conduct work, the possibility of both compassion satisfaction and compassion fatigue
exist.
Beyond the impact of working directly with others, other stressors may exist within the
higher education environment. Senior Student Affairs officers have identified the most pressing
issues in higher education and student affairs (Sponsler & Wesaw, 2014). When considering the
challenges students face on college campuses, increasing demands related to health and wellness
include increasing mental health concerns, an increase in alcohol and drug abuse, suicide
prevention, sexual assault, and violence concerns. The diversification of the characteristics of
students attending higher education, diversity and inclusion initiatives, and concerns about
campus safety are impacting the cultures of campuses. The most pressing administrative issues
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for student affairs include diminishing resources, compliance and regulatory mandates, and
strategic planning. Over the past three years, 32% of the Senior Student Affairs Officers
indicated a decrease in funding expenditures with 24% seeing no change in expenditure
(Sponsler & Wesaw, 2014). Throughout the student, cultural, and administrative concerns,
addressing student emergencies and crises exists in all three domains. With increasing student,
cultural, and administrative demands and priorities, additional strains may be put on divisions,
departments, and administrators addressing the changing landscape and limited resources on
college campuses.
With the changing environment, the stressors, and the challenges identified, student
conduct as a functional area could prove to be an evolving and adapting environment with regard
to daily job functions. The daily responsibilities of a student conduct administrator are
consistently diverse and may be impacted by crisis at any moment. Crisis and conflict occurs on
campuses across the United States of America on a daily basis. Incidents may occur at planned
events, such as misconduct at a sporting event. Crisis events may be unexpected and unplanned
and may include natural disasters, human created or impacted situations, or facilities related
events.
As the work of student conduct could be perceived in some instances as being more
reactive than proactive, professionals serving in these helping roles must be adaptable and
resilient. “Conduct administrators need a thick skin and great courage to practice in a field that
attracts such disillusionment and controversy” (Waryold & Lancaster, 2008, p.7). As a part of
their role, professionals may be called upon to serve in helping capacities which are a part of
their daily duties or which may be classified under the “other duties as assigned” phrase
commonly utilized in job descriptions. When crisis or an incident occurs which involves a
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student engaged in the incident, student conduct administrators are charged with addressing the
behavior and the education of the student involved. The incidents include housing policies, such
as established quiet hours within the residence halls, academic disruption and integrity, substance
abuse issues, assaults, and sexual assault and harassment. Additionally, student conduct
administrators frequently engage in addressing the behavior of disturbed and disturbing students
which may be impacted by mental health issues. The challenging role includes the ability to
remove students from the institution either temporarily or permanently, making a dramatic
impact on the student’s personal success within the context of what is best for the student and the
college or university community.
Incidents and situations requiring the attention of student conduct administrators occur on
college campuses every day. Serving as responders to crisis can also have an impact on the
professional’s quality of life experience within their role. One group of professional staff
members, entry level live-in housing professionals, commonly serve in a crisis responder role for
many on campus crises ranging from facilities related issues to person impacted crisis situation
as well as conduct officers. Student affairs professionals serving in student conduct capacities in
entry-level, mid-level, and senior-level positions. Additionally, many individuals within the
student conduct functional area may serve in an on-call capacity, responding to situations outside
of traditional business hours. Based on research conducted by Ellett & Stipeck (2010), 97.7% of
entry level housing professionals surveyed have crisis responder job responsibilities and 47.9%
expressed that they experience stress as a result of their role as a crisis responder. Additionally,
90.2% surveyed had conduct officer job responsibilities and 46.7% expressed experiencing stress
as a result of the role (Ellett & Stipeck, 2010). Serving as responders to crisis on campus
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exposes professionals to the positive and negative effects of helping others during and after
stressful crisis situations.
While there has been a large quantity of research completed in certain helping
professions, a lack of research exists regarding student conduct administrators. In 2002, an
evaluation of the College Student Affairs Journal showed that only 1% of the articles published
within the journal addressed issues surrounding crisis response and management and the issues
of the characteristics of student affairs professionals (Pearson & Bowman, 2002). While there
has been much literature published since 2002, a gap continues to exist with regard to the impact
of student conduct work and the characteristics of student affairs professionals.
Crisis in Higher Education
The college and university campuses across the United States of America and the world
serve as communities for the students, faculty, and staff who live, work, and learn at the
institution. Private or public, small or large, just as in any town or city, college campuses are not
exempt from both the day to day functions of the institution as well as the occurrence of crisis
situations. Since the founding of the first colleges, situations have occurred on campus that have
required faculty and staff at the institution to address the incident at hand. In the history of the
modern university, the knowledge about crisis situations on campus has increased due to
increased media interest in crisis on college and university campuses.
When a crisis occurs on campus, individuals in student affairs have traditionally been
called upon to assist as first responders to the crisis. From the creation of the Deans of Men and
Women positions at the turn of the 1900s to the student protests of the 1960s, the physical
disasters such as Hurricane Katrina in 2005 and most recently to the tragic shootings that have
occurred on several college campuses including the University of Texas at Austin in 1966,
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Virginia Tech in 2007, and Northern Illinois University in 2008, student affairs professionals
have been deeply involved with crisis response and crisis management.
Due to the nature of student affairs work, burnout and attrition have been popular
research topics (Ellett & Stipeck, 2010; Palmer, Murphy, Parrott, & Steinke, 2001; Tull, 2006,
2014). Stress levels and burnout indicators such as cynicism, exhaustion, and job efficacy, have
been explored to determine the impact of serving in a residence life professional position on
persistence in the career field of housing and of student affairs in general (Ellett & Stipeck,
2010) as well as in student affairs as a whole. Within student conduct, recent literature exists
regarding job satisfaction and intent to change positions for chief conduct officers (NagelBennett, 2010).
While burnout and attrition as a result of the job responsibilities for professionals have
been explored, only two studies have been completed regarding the impact of being a student
affairs professional within the higher education environment on an individual’s compassion
fatigue (Bestler, 2012; Stoves, 2014). No research has been completed about the impact of
serving as a student conduct administrator with regard to the individual’s overall quality of life.
Specifically, there is a gap in the literature regarding compassion satisfaction, compassion
fatigue, secondary traumatic stress, and burnout among student affairs administrators.
Theoretical Framework
The theoretical framework designed for this study incorporates two theories associated
with self-development and quality of life. The first theory underpinning the study is McCann and
Pearlman’s (1992) constructivist self-development theory. Constructivist self-development
theory outlined the concept that a person’s identity of his or her self develops as a result of the
impact of the person’s understanding of the world and how the person interacts within said
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setting. How someone comprehends and creates meaning about his or her environment is
impacted by the interactions and experiences someone has, including traumatic events. As a
result, each individual develops a personal understanding of reality. The second theory
supporting this study is Stamm’s (2007b) professional quality of life theory. The quality of life
theory explored the well-being of helpers assisting survivors of crisis. As previously discussed,
two concepts were identified, compassion satisfaction and compassion fatigue. Additional
information regarding both theories is discussed in Chapter 2.
Purpose Statement
The purpose of this study is to explore the self-perception of compassion satisfaction and
compassion fatigue by student conduct administrators working in the United States of America.
Additionally, this study evaluated the years of experience, job functions and other situational
factors which may impact an individual’s overall professional quality of life.
Research Questions
To accomplish the objectives outlined in the purpose statement, the following research
questions were explored:
1. What is the relationship among student conduct professionals’ compassion satisfaction,
burnout, and secondary traumatic stress?
2. What is the relationship between student conduct professionals’ years of experience and
compassion satisfaction, burnout, and secondary traumatic stress?
3. What is the relationship between student conduct professionals’ responsibility areas and
compassion satisfaction, burnout, and secondary traumatic stress?
4. What is the relationship between student affairs professionals serving in an on-call
capacity and compassion satisfaction, burnout, and secondary traumatic stress?
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5. What is the relationship between student conduct professionals’ amount of direct student
contact and the compassion satisfaction, burnout, and secondary traumatic stress?
Definition of Terms
The following terms will be used throughout the study:
Burnout- An element of Compassion Fatigue. An effect of experiencing feelings of
hopelessness and the inability to do work effectively (Stamm, 2010b).
Campus crisis- “An event, often sudden or unexpected, that disrupts the normal
operations of the institution or its educational mission and threatens the well-being of personnel,
property, financial resources, and/or reputation of the institution” (Zdziarski, 2006, p.5).
Compassion Fatigue- The negative impact of serving in a helping capacity with
individuals who have experienced crisis (Stamm, 2010b).
Compassion Satisfaction- The positive impact of serving in a helping capacity with
individuals who have experienced crisis (Stamm, 2010b).
Crisis- An unexpected event that impact the well-being of an individual, individuals, or
community.
Full Time Employment- Employed in a position for more than 35 hours per work week.
Secondary Traumatic Stress- “The stress resulting from helping or wanting to help a
traumatized or suffering person” (Figley, 1995, p. 7).
Student Conduct Professional- An individual employed within a functional areas which
addresses and/or adjudicates student misconduct at an institution of higher education.
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Limitations
This study focused on currently employed student conduct professionals. Individuals who
may have experienced a high level of compassion fatigue, burnout or secondary traumatic stress
may have already left their position, the function area of student conduct, the field of student
affairs, or the field of higher education. As a result of the topic area which will be covered, four
limitations have been identified. First, work related incidents of compassion satisfaction,
compassion fatigue, burnout and secondary traumatic stress were evaluated as a part of the study.
Personal related incidents which may have impacted compassion satisfaction, compassion
fatigue, burnout and secondary traumatic stress were not be evaluated but may impact the
individual’s response. Additionally, professionals participating in this study may have job
responsibilities outside of student conduct and behavior intervention which may impact
compassion satisfaction and compassion fatigue. Third, the questions on the Professional Quality
of Life (ProQOL) were completed as a part of a self-evaluation for the participants and
misunderstanding or misrepresentation may occur. Lastly, it is expected that individuals
answered the questions on the survey instrument accurately.
Assumptions
Three assumptions should be taken into consideration with regard to this study. First, the
responses received from the participants accurately reflect his or her perception of professional
quality of life. Second, the responses received are from student conduct professionals currently
working on college campuses. Finally, participants answered all questions honestly.
Researcher Bias
The doctoral student conducting this research study is currently a student conduct
professional at a large public research institution located in the southeast United States. The
researcher has over five years of full time student conduct administration experience and over
15

eight years of professional experience within higher education. Additionally, the researcher has
served in an on-call capacity to respond to crisis situations at four institutions of higher
education. The interest in conducting this study is due to the researcher’s professional experience
and interactions with other student conduct administrators.
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CHAPTER 2
LITERATURE REVIEW
In Chapter 1, the role of the student conduct practitioner in higher education and the
concepts of compassion satisfaction, compassion fatigue, secondary traumatic stress, and burnout
were introduced. The purpose of Chapter 2 is to explore the relevant literature and research
conducted with regard to student conduct administration and the professional quality of life. In
Chapter 2, the foundation of student affairs and student conduct, crisis in higher education,
professional quality of life, compassion satisfaction, compassion fatigue, and burnout will be
discussed.
Student Conduct Administration
Foundation of Student Conduct Administration
Student misconduct has been a part of the American collegiate system since the inception
of higher education in America. While discipline initially started out as a function of the faculty,
the president, and the board of the college, over time the challenges faced by students,
administrators, and their institutions lead to the creation of new methods to address student
conduct on campuses (Rhatigan, 2009). Rules were central to the beginnings of addressing
student conduct on the colonial campus (Dannells, 1997). Additionally, sanctions for students on
the colonial campus ranged from counseling, flogging, public reprimands, and fines to expulsion
from the institution (Dannells, 1997). The punishments given to students during this period of
time lead to unrest on several campuses. In 1818, Thomas Jefferson wrote:
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It may be well questioned whether fear after a certain age, is a motive to which we should
have ordinary recourse. The human character is susceptible of other incitements to
correct conduct, more worthy of employ, and of better effect. Pride of character, laudable
ambition, and moral dispositions are innate correctives of the indiscretions of that lively
age; and when strengthened by habitual appeal and exercise, have a happier effect on
future character than the degrading motive of fear. Hardening them to disgrace, to
corporal punishments, and servile humiliations cannot be the best process for producing
erect character. The affectionate deportment between father and son, offers in truth the
best example for that of tutor and pupil; and the experience and practice of other
countries, in this respect, may be worthy of enquiry and consideration with us. (Jefferson,
1818, para. 56)
With the increasing demands on the faculty and the need to shift the ethos of the campus
surrounding conduct, the field of student affairs began at Harvard University. In 1870, LeBaron
Russell Briggs was appointed the first Dean of Men (Waryold & Lancaster, 2008). Shortly after,
the first Dean of Women, Alice Freeman Palmer was appointed at the University of Chicago.
The Deans of Men and Deans of Women became responsible for the education and ongoing
moral development of the men and women attending institutions of higher education.
The foundation of student affairs, then called student personnel, began as a result of the
creation of the Deans of Men and Women became more prevalent on campuses. The Student
Personnel Point of View outlined the areas a values of the student personnel administration field.
As student conduct was a portion of the student administrator role, student discipline was also
discussed in the document. Within the 1937 Student Personnel Point of View, two specific areas
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of the philosophy of student personnel services are directly correlated to addressing student
behavior:
7. Assisting the student to reach his maximum effectiveness through clarification of his
purposes, improvement of study methods, speech habits, personal appearance, manners,
etc., and through progression in religious, emotional, social development, and other nonacademic personal and group relationships. (American Council on Education, 1937 p. 3)
18. Administering student discipline to the end that the individual will be strengthened,
and the welfare of the group preserved. (American Council on Education, 1937 p.4)
Disciplinary Counseling
As the student personnel field began to grow, so did the approaches to addressing student
misconduct on campus. Finding its foundation in counseling, disciplinary counseling supported
“the treatment of discipline as an educational function designed to modify personal behavior
patterns and to substitute socially acceptable attitudes for those which have precipitated
unacceptable behavior” (American Council on Education, 1949, pp.28-29). The shift to
disciplinary counseling directly addressed the role of higher education in the development of the
student as an adult. “When the need for social discipline does arise, the college should approach
the problem as a special phase of counseling in the development of self-responsibility for
behavior rather than in a spirit of punishment of misbehavior” (American Council on Education,
1949, p.25)
When discussing the role of the discipline counselor for the American College Personnel
Association (ACPA) meeting in April of 1954, Williamson identified six sources of misbehavior
among college students: the actual psychological pathology of the individual due to personal
mental health issues, disruptive deviant behavior which are mildly disruptive, the repressive rules
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and expectations set by the institution, a lack of or negative connection by the student with the
institution, the historical battle between students and administration, and lastly the new freedom
which students experience upon arriving to college. The new-found freedom was the most
frequent of the sources of misbehavior identified by Williamson.
Student Activism and Student Conduct
The 1960s became an era of change on college and university campuses with regard to
addressing the conduct of students. While colleges may have addressed their concerns serving in
loco parentis, in the place of the parent, the changing political environment within the United
States began to influence the campus conduct culture (Lee, 2011). Three major changes impacted
student discipline on college and university campuses in the United States of America (Bosarge,
1981). First, the growing population of the college campuses impacted the direct individual
contact with students and the relationship between students and administration changed as a
result of this lack of connectivity. Second, the legal precedent of in loco parentis shifted to the
due process model, affording students with the right to notice and the ability to discuss their
conduct, changing the role of the college disciplinarian. This shift contributed to the creation of
campus judicial boards’ involvement in conduct related decisions. Lastly, the student activism
movement increased the usage of campus conduct systems and contributed to the complexity of
the cases heard.
In the 1960s, the Vietnam War and the Civil Rights movement were influential events at
colleges and universities. Student concerns over the rules and policies for female students, such
as curfews and dress codes, campus restrictions on speakers, and disciplinary suspensions and
expulsions increased student dissatisfaction with the status quo at colleges and universities
(Paterson & Gregory, 2013). Lake (2009) stated, “when we look back, to times before the 1960s,
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we find systems of higher educational governance and management based on norms of power
and prerogative, and the evaluation of character – not elaborate legalistic process systems, rules,
or legalisms” (p.10). A shift for the student conduct profession was coming both from the courts
and the institutional constituencies.
While parodied by National Lampoon’s Animal House as the concept of the “double
secret probation,” suspension or expulsion from an institution without a hearing was a possibility
for students on several campuses. The landmark case, Dixon v. Alabama School Board of
Education (1961), set into motion the era of due process as a part of the student conduct process.
Due process affords individuals the right to notice and a hearing as a part of a conduct process.
As a result, the functionality of the student conduct system had to change on college and
university campuses across the United States to ensure that the process incorporated the student’s
ability to be aware of and participate in any disciplinary proceeding (Dannells, 1997).
As student unrest became more prevalent on college campuses, student affairs
professionals were challenged to shift their previous stances on the student conduct system.
Student affairs professionals were called upon more frequently to address the needs of the
students in expressing their voice and the maintenance of the daily operations of the institution.
Specifically, the individuals responsible for the student judicial systems were challenged to
address the conduct of students who were engaged in legal protests on their campuses as well as
challenging crisis situations surrounding non-student activism, and in some cases possible
terrorism, on the campus.
Faculty, administrators and students recognized the need to work together to move
forward in addressing student conduct on campus as concerns about addressing student conduct
rose during the student activism movement of the 1960s. Faculty and administrators representing
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ten different higher education associations collaborated on a document outlining the rights and
the responsibilities of the American college student. The resulting document, the Joint Statement
on the Rights and Freedoms of Students (American Association of University Professors, 1967),
discussed the procedural standards of disciplinary proceeding. The document states colleges and
universities have a duty to protect the educational purpose of their institution through standards
for student conduct and scholarship. The standards must be clearly documented, defined, and
accessible to all members of the university community and should be reasonable in scope. As a
part of the disciplinary process, administrators responsible for the adjunction of cases should
provide procedural fairness to all students participating in the process. The severity and the
impact of the event may be taken into consideration as a part of the decision making process and
the development of sanctions.
Lailiberte (2003) conducted research with individuals employed within student affairs
positions during 1968-1972. Several of the professionals described the profound impact student
activism had on their campuses and themselves. Protests and speeches were frequent on some
campuses. On the politically active campuses, some student affairs professionals expressed their
support of the student activism, providing space for the student voice to be heard on campus. On
the less politically active campuses, staff celebrated the apathy of the students on their campus in
comparison to other campuses.
In addition to the activism of the era, the reality of war also impacted the student
population directly. Students serving in the armed forces were being drafted, killed in action, or
sustaining injuries during their deployment. Support and resources were needed for both those
students who had lost friends in the Vietnam War as well as for veterans returning with injuries,
both physically and mentally. Student affairs staff members were serving as counselors, advisors,
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and supporters of the students on their campuses. Judicial affairs offices were called upon to
address student conduct issues as well as changes in gender equity on campuses. One participant
expressed their excitement about the changes in judicial affairs during this timeframe as a shift
from being a disciplinarian focused on enforcement, to an educator focused on student
development (Lailiberte, 2003).
Student Development as a part of Student Conduct
Based on Bosarge’s (1981) research, senior conduct officers and disciplinary committee
chairs both stated that the role of higher education is to educate the “whole” individual, within
the classroom as well as their character. The role of the disciplinary process should be to help the
student understand the consequences of their behavior and to encourage maturity. These
statements support the idea of developmental educational conduct processes which focus on the
individualized growth of the student through participation in the conduct process.
As the conduct process continued to develop from the 1980s to the present, looking at the
needs of the whole student from a developmental perspective began to increase. Student conduct
processes made adjustments to their practices to become more student developmentally focused
rather than punitively or legalistically based. Language usage, especially those terms taken from
the legal system, began to change to student friendly language to distinguish the conduct process
from the legal process.
Alternative processes to the traditional conduct hearing process also began to develop
during this period of time. The concept of alternative dispute resolution became more prevalent
in higher education administration (Schrage & Giacomini, 2009). Alternative dispute resolution
within the higher education context allows for a spectrum of opportunities for students to explore
conflict resolution from an informal process, such as conflict coaching, where an individual
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develops a personal plan to address conflict, or mediation, to more formalized processes, such as
the formalized adjudication process traditionally associated with the conduct system. Through
utilization of alternative dispute resolution, students have the opportunity to engage in personal
development appropriate to their self-responsibility and impact to the community. Alternative
dispute resolution moves beyond the need to merely determine responsibility, but rather the
opportunity to engage the community and the individual in a spectrum of responses to the
conflict between behavior and civility.
Sexual Assault and Increasing Compliance
On April 3, 2011, the U.S. Department of Education Office for Civil Rights (OCR)
released a Dear Colleague Letter (Ali, 2011) providing guidance for colleges and universities
surrounding Title IX and specifically sexual harassment and misconduct within the collegiate
environment. Within the guidance offered, OCR stated institutions of higher education who are
aware of or should reasonably know about a specific incident of sexual harassment, including
sexual assault and sexual violence, have a duty to act.
The Dear Colleague Letter (Ali, 2011) indicated the beginning of a major shift for student
conduct administration, the era of compliance for student conduct administration. While there are
laws, both at the state and national levels, as well as government mandates, colleges and
universities began to make a shift from what Bickel and Lake (1999) called the facilitator
university to Lake’s (2013) Compliance U. The facilitator university focuses on the institution’s
responsibility for student and community safety (Bickel & Lake, 1999). With the increase in
compliance and regulatory oversight of colleges and universities, including specific guidance
about student conduct matters, compliance matters, especially around the issues covered by Title
IX have become a growing specialization within student conduct administration.
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Additional focus has been placed by the government and the media on the issue of sexual
assault on campus. On April 4, 2011, the day after the release of the Dear Colleague Letter (Ali,
2011), Vice President Joe Biden announced new efforts to address sexual violence at colleges
and universities (The White House Office of the Vice President, 2011). In 2013, the Violence
Against Women Act (VAWA) was reauthorized. In 2014 during the announcement of the
creation of the White House Task Force to Protect Students from Sexual Assault, President
Barack Obama stated:
“My hope and intention is, is that every college president who has not personally been
thinking about this is going to hear about this report and is going to go out and figure out
who is in charge on their campus of responding properly, and what are the best practices,
and are we doing everything that we should be doing. (The White House Office of the
Press Secretary, 2014, para. 27)
Additional news reports have focused on sexual harassment and sexual assault
specifically on college and university campuses. In Rolling Stone magazine in 2014, an article
was published, and later retracted, regarding sexual assault on a college campus (Coronel, Coll,
& Kravitz, 2015). While the story was retracted, the national and international press continued
their investigation and commentary around the role of addressing sexual assault on campus and
specifically if institutions of higher education should be involved with the adjudication of sexual
misconduct through the student conduct process.
Under Title IX of the Educational Amendments of 1972 (20 U.S.C. § 1681) and the
Nondiscrimination on the Basis of Sex in Education Programs or Activities Receiving Federal
Funding Regulation (34 C.F.R. § 106), institutions of higher education are required to address
sexually-based discrimination issues which occur in the educational environment. While Title IX
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has been in existence since 1972, the emphasis placed on Title IX within the higher education
context has increased within the past five years. In April 2011 and April 2015, the Office for
Civil Rights in the United States Department of Education issued Dear Colleague letters
regarding Title IX guidance outlining the institutional requirements in addressing sexual
discrimination including sexual harassment and sexual assault (United States Department of
Education, 2015a, 2011). Under the federal mandates and guidance, institutions are required to
designate an individual to serve as the organization’s Title IX coordinator, responsible for the
oversight of the education and processes associated with Title IX related matters (United States
Department of Education, 2015b). Title IX deputy coordinators may also be appointed to help
support the coordinators efforts. Many student conduct administrators may be asked to serve as a
Title IX coordinator, deputy coordinator, or investigator to support the university’s Title IX
compliance efforts based on their training and experience (Association for Student Conduct
Administration, 2014). As a result of the initial guidance and subsequent supporting
documentation for colleges and universities surrounding issues of sexual harassment, a focus has
been placed on investigation models specifically to address Title IX related incidents outside of
the student conduct process (Lewis, Schuster, Sokolow, & Swinton, 2014, 2013).
Role of the Student Conduct Administrator
Through the history of student conduct in higher education, the role of the student
conduct administrator has focused on the education of the student. While the method of
education has shifted, the primary role of the modern student conduct administrator is to address
student behavior from a student developmentally focused approach. Within the field of student
conduct, the role could include being a student conduct hearing officer, alternative dispute
resolution practitioners, a Title IX coordinator, deputy coordinator or investigator, or a
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combination of any of these positions. At the heart of student conduct work is a point of
disconnect between the rules and expectations of the institution and the behavior of the student
(Fischer & Zacker, 2013; Waryold & Lancaster, 2008). As a result, student conduct
administrators are called upon to address crisis and trauma on college campuses regularly.
Crisis
Crisis, conflict and traumatic experiences have impacted human beings for centuries. The
studies of the impact of traumatic stress can be traced back to Egyptian medical documentation
dating back to 1900 B.C. (Figley, 1995). Stress and trauma are daily occurrences in society
today. Based on the National Comorbidity Survey, 60.7% of men and 51.2% of women will have
a traumatic experience in their lifetime (Kessler, Sonnega, Bromet, Hughes, & Nelson, 1995).
Caregivers who provide crisis response and support services to people who have
experienced crisis may be called upon to assist in a myriad of crisis situations. Natural disasters,
human created incidents including terrorism and violence, personal transitional experiences as
well as unexpected situations can impact members of a community. The goal of helping is to
ensure that an ethos of care is provided to those individuals who are the victims of crisis
situations. To support survivors of traumatic incidents, psychological first aid may be used by
responders to crisis incidents.
Utilizing psychological first aid, crisis responders implement intervention strategies to
decrease the immediate stressors that may exist due to a traumatic situation (McCabe et al.,
2014). Psychological first aid responders provide skills and resources to assist in the short-term
and long-term coping after a crisis (National Child Traumatic Stress Network & National Center
for PTSD, 2006). McCabe et al. (2014) identified six competency areas for individuals providing
psychological first aid: “initial contact, rapport building and stabilization; brief assessment and
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triage; intervention; triage; referral, liaison, and advocacy; and self-awareness and self-care” (p.
622). The psychological first aid competencies outline many of the roles which higher education
administrators may encompass in their campus crisis management role (Griffin, 2007).
Crisis in Higher Education
Definition of Crisis
Defining crisis in higher education can be challenging depending on the individual and
the context being explored. Student affairs administrators’ definitions of crisis may differ from
an institution’s definition of crisis thus causing confusion and a lack of connection during crisis
between the staff and the college or university (Akers, 2007). In Booker’s (2011) study, all of the
administrators stated definition of crisis differing from the published definition of their
employing institution.
Common themes used to describe crisis by student affairs professionals include an
unexpected event, a major disturbance, a disruption to student learning, and an event that impacts
the campus (Booker, 2011). Some student affairs professionals describe crisis in several
categories: campus disaster, campus crisis, student crisis and student emergencies (Akers, 2007).
As a result, crisis within a higher education context has been defined by Rollo and Zdziarski
(2007) as “an event, which is often sudden or unexpected, that disrupts the normal operations of
the institution or its educational mission and threatens the well-being of personnel, property,
financial resources, and/or reputation of the institution” (pp. 27-28). In order to best address a
particular crisis, institutions may evaluate the impact on the campus through assessment of the
components of the crisis.
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The Crisis Matrix
Within the context of Zdziarski, Rollo and Dunkel’s (2007) crisis framework, a three
planed crisis matrix was established. The purpose of this matrix model is to assist institutions of
higher education with a framework with crisis assessment. Through use of the matrix,
institutions will be able to evaluate the impact to the campus and determine the appropriate
response to address the crisis. The three frames of the crisis matrix, as seen in Figure 1, are the
level, the type, and the intentionality of the crisis.

Figure 1: The Crisis Matrix. Reprinted from Campus Crisis Management (p. 36) by E.L. Zdziarski,
N.W. Dunkel, and J.M. Rollo, 2007, San Francisco, CA: John Wiley and Sons, Inc. Copyright 2007
by Wiley Books. Reprinted with permission.

The level of the crisis is divided into three distinct subsections: Critical incidents, campus
emergencies, and disasters. Critical incidents are crisis situations that occur on a campus that
may have an impact on one individual or a group of individuals or a specific area, but may not
have a widespread impact to the campus community as a whole. Incidents that could be
considered critical incidents include student mental health emergencies including suicide
attempts, student physical health emergencies that are not of a public health impact, and small
scale facilities issues, such as leaks. Critical incidents could also include roommate conflicts
which impact an entire residential community, a student who is now homeless due to a family
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member losing their job, or students involved in an accident who are now in need of
accommodations (Adams, Hazelwood, & Hayden, 2014; Zdziarski, Rollo, & Dunkel, 2007). A
campus emergency has a larger impact on the campus as a whole and may disrupt the normal
functions of the institution. Examples of campus emergencies may include riots, serious weather
threats, or serial criminal incidents occurring on the campus (Cole, Orsuwan, & Ah Sam, 2007;
Hellwig-Olson, Jacobsen, & Mian, 2007; Zdziarski, Rollo, & Dunkel, 2007). Disasters impact
not only the campus environment but the surrounding community as well. Natural disasters such
as hurricanes, tornados, or earthquakes, terrorist activities, and other large scale events may be
considered disasters.
The second plane, the type of crisis, is comprised of three different crisis types:
environmental, facility and human. Environmental concerns are incidents which would be
considered naturally caused including hurricanes, tornados and other naturally occurring
phenomenon (Zdziarski, Rollo, & Dunkel, 2007). Facilities crises involve the impact on physical
spaces or resources on a campus. Building floors, fires, chemical spills and other crises that
impact structures would be considered facilities crises (Zdziarski, Rollo, & Dunkel, 2007).
Lastly, human crises are caused by people. Sexual assaults, suicide attempts, physical and violent
crimes, mental health emergencies, medical and public health related emergencies, terrorism, and
police arrests can all be classified as human crises (Cole, Orsuwan, & Ah Sam, 2007; HellwigOlson, Jacobsen, & Mian, 2007; Zdziarski, Rollo, & Dunkel, 2007).
The final plane of the crisis matrix explores the motive of the incident. According to
Zdziarski, Rollo, & Dunkel (2007), crisis on campus is either intentional or unintentional.
Intentional crisis is planned out and executed thus creating the crisis situation. Active shooters on
campus, terrorism, and other acts that are deliberate in nature would be classified as intentional
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crises (Cole, Orsuwan, & Ah Sam, 2007; Zdziarski, Rollo, & Dunkel, 2007). Unintentional crisis
is unexpected in nature and is accidental.
Individuals Engaged in Crisis Response
Individuals within the institution experience crisis and challenge as well as positive
interactions within the collegiate environment. As a part of the role of the student affairs
professional, many individuals are called upon to serve in a multitude of roles. As a part of this
response, student affairs professionals directly interact with students and other individuals who
may be experiencing trauma or secondary victims of trauma as well. Additionally, by serving in
a helping role, student affairs professionals may be exposed to other stressors as a result of the
incidents they address.
Individuals, such as faculty, resident assistants, and other student affairs staff members
have unique relationships with students and may serve as the student’s primary point of contact
to the institution. Faculty and Resident Assistants have been identified as individuals who may
be able to assist students in addressing grief after traumatic situations (Servaty-Sieb & Taub,
2008). Severaty-Seib and Taub (2008) encourage further training for faculty and staff regarding
working with students who may be grieving. As a part of the crisis response training, information
regarding available referral resources should be included.
Student affairs professionals frequently serve in crisis management roles as a function of
their position. Dependent on the structure of the student affairs unit many essential personnel
positions necessary to effectively address crisis may be found within Student Affairs. According
to Akers’ (2007) research, individuals identified who may have a role in crisis management
include the Vice President of Student Affairs, Dean of Students Office staff members, housing
and residential education staff, campus activities staff, facilities management staff, behavior
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intervention staff, counseling center staff and police departments. Student affairs professionals
may be engaged with individuals, and specifically students in crisis, in a variety of situations.
Higher education’s role in responding to crisis related situations in a proactive or reactive
way has grown as the need for institutional response has increased (Rondazzo & Plummer,
2009). To respond proactively, institutions of higher education have created behavior
intervention teams. While it may be perceived that behavior intervention teams are new in higher
education, In 1989, Ursula Delworth at the University of Iowa developed the foundation for the
modern behavior intervention team. The Assessment-Intervention of Student Problems model
(AISP) provided a foundation for the creation of a multi-disciplinary team of individuals to
review students who may be of concern to a member of the educational community. The team
was charged with developing short-term outreach efforts for individuals identified by the
university community through incorporating campus resources as a part of the institutional
response (Delworth, 2009). In the early formation of behavior intervention teams, the scope of
the team was to problem-solve issues which occurred, address the issue, and move forward from
an on-campus perspective (Sokolow & Lewis, 2009). As behavior intervention teams have
developed, the team’s scope has evolved into a case management model, supporting assessment,
student advocacy, student empowerment, and follow-up with the student (Davis, 2010, as cited
in Adams, S. D., Hazelwood, S., & Hayden, B., 2014).
In Asmussen and Creswell’s (1995) qualitative case study, student affairs professionals
collaborated with campus police to address an attempted shooting in a classroom. As a part of
the incident, college judicial affairs staff intervened and ultimately suspended the student. In the
aftermath of the incident, student affairs staff fielded concerns about the well-being of both staff
and students. Additionally, reports to student affairs administrators from faculty about students
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whom they personally perceived as disturbing impacted heightened awareness of student’s
behavior increased. The disturbing behavior did not increase on the campus, the awareness
regarding the ability for crisis to occur amplified, having an impact on individuals on the
campus.
Three distinct staff groups sought counseling services within the month after the incident.
The first group of individuals were directly involved with the incident, either through direct
engagement with the crisis or through previous interactions with the student responsible. The
second group consisted of individuals who were indirectly involved and wanted to address their
reactions to the incident. The third group which sought counseling services were individuals who
had previous trauma in past crisis situation and experienced a re-traumatization as a result of the
incident. As a part of the case study, Asmussen and Creswell (1995) identified individuals
directly and indirectly impacted by the crisis experiencing the following themes post-incident:
denial, fear, safety, retriggering, and the desire for campus planning. These themes also impacted
the institutional considerations post-incident.
The April 16, 2007 mass shooting incident at Virginia Tech became a catalyst for
evaluating on-campus crisis response plans and protocols for colleges and universities
(Jablonski, McClellan, & Zdziarski, 2008, Rondazzo & Plummer, 2009). Since 2007, the
behavior intervention team role has transitioned from short-term problem solving to long-term
risk assessment (Rondazzo & Plummer, 2009). Sokolow and Lewis (2009) stated behavior
intervention teams became increasingly formalized and grounded in policies, procedures and
processes, and began to utilize rubrics as a part of their assessment process. Behavior
intervention team members engaged in more formalized training and became more engaged
within the educational community by becoming a highly visible resource for students, faculty,
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staff and other members of the college community (Sokolow & Lewis, 2009). As a result, there
has been a shift to utilizing the term behavior intervention and away from utilizing the term
threat assessment due to the negative connotation that threat carries (Eells & Rockland-Miller,
2010).
Crisis Management Training in Higher Education
Training is an essential part of a successful crisis management plan. Jablonski,
McClellan, and Zdziarski (2008) stated student affairs professionals should be trained and
involved in the training for crisis response on college campuses. Training can be utilized within
higher education within several contexts. The Federal Emergency Management Agency (FEMA)
has developed a training module specifically for crisis situations in higher education, IS-100.HE:
Introduction to the Incident Command System for Higher Education. IS-100HE provides a
framework for university staff members regarding the implementation of the National Incident
Management System (NIMS) within the higher education context. The course includes
information about the foundation and principles of the Incident Command System, a centralized
hub of information and decision making as a part of crisis response. NIMS training encourages
the use of a chain of command during crisis situations and includes guidance regarding the
effective use of resources including physical resources, financial resources, and human
resources. A great deal of emphasis is placed on effective communication between leadership,
crisis responders, and the community at large to ensure the effective implementation of NIMS in
the higher education setting.
Beyond the formalized NIMS training, many campuses engage in institution specific
training for individuals who may respond to crisis situations. Training informs staff of the plans
and protocols in place to address crisis situations. For example, Resident Assistants may receive
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protocol information regarding addressing frequently occurring crisis situations. Training is also
provided to staff members on how to assist victims of natural, facility, criminal, and human crisis
(Akers, 2007). Training activities, including simulation or table top training activities, support
two essential functions of crisis plan development and implementation. By using training
activities, crisis plans can be evaluated, and assessed for effectiveness prior to an actual crisis
(Wilson, 2007, Zdziarski, Rollo, & Dunkel, 2007). Secondly, training supports the effective
communication of campus or role specific crisis management plans with those expected to
implement them (Booker, 2011). Many institutions engage in training opportunities once a
quarter or semester or once a year for administrators, staff, students, and community partners
(Akers, 2007; Booker, 2011). Student affairs professionals may be engaged as participants in the
trainings or may be called upon to present topics on response related matters.
The benefits of being proactive with crisis management planning within a higher
education context have been explored in research as well as in planning processes for
institutions. The central theme of crisis management planning is being proactive rather than
reactive. Having crisis response discussions proactively, rather than reactively, may assist in
limiting campus professional’s exposure to compassion fatigue and burnout symptoms. (Epstein,
2004). Though the proactive approach, systems can be put in place to address resource
management, including personnel utilization, to ensure an efficient crisis response that supports
both the victims of crisis as well as those individuals in crisis response roles.
Challenges in Addressing Crisis in Higher Education
While addressing crisis is a necessity within higher education, there are several barriers
that may exist to successfully and efficiently addressing conflict. These barriers include but are
not limited to access to resources and staffing, expectations of the university community.
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Resources, both financial and human, continue to be a topic of conversation within higher
education. With recent budgeting issues with the recession in the early 2010s, higher education is
facing dwindling state financial support for state institutions impacting staffing models and fiscal
resources available (Oliff, Palacios, Johnson, & Leachman, 2013; Sponsler & Wesaw, 2014). As
a result, higher education institutions are being asked to do less with more. This financial strain
places additional duties on staff members who may be called upon during crisis situations.
Additionally, the federal support offered to higher education institutions for crisis management
planning and assessment has also dwindled over the past five years (Bradley, 2011). As a result,
resources to address crisis situations may be limited for some institutions.
As previously stated, colleges and universities have had an ethic of care towards their
students from their inception. As a part of American higher education, colleges and universities
were expected to look out for students in loco parentis, in the place of the parent, perspective.
There are expectations that students will be kept safe and secure on college and university
campuses, especially during times of crisis. Internally, pressures exist to ensure that crisis
situations are handled effectively, efficiently, and with minimal impact to the functions of the
institution and the reputation of the institution. Due to the expectations of the university or
college to protect and care for the campus community, often external forces may request, require,
or expect a specific level of response to crisis to address and negate the perceived crisis situation.
(Epstein, 2004). As a result, additional pressures are placed on institutions both during and after
crisis situations occur.
After the Crisis Occurs
While the literature includes information regarding the steps to take after a crisis situation
from a process perspective, little information has been published to address the personal effects
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of addressing a crisis situation within a higher education environment. Institutional support of
individuals after a crisis situation has not been previously studied for individuals outside of
formalized counseling roles. Skills and methods from other helping areas outside of higher
education, such as counseling, have been explored for use specifically with college counseling
center staff members.
In the counseling field specifically, interventions have been created to assist those
individuals in helping roles, specifically during high stress or crisis situations, through debriefing
techniques. According to Epstein (2004), there is a debriefing model for counselors which has
benefits within a higher education setting as well as limitations. Critical Incident Stress Debrief
(CISD) encourages psychological debriefing after a crisis situation. The CISD includes asking
the counselor to discuss the trauma experienced, their feelings about the trauma, and the worst
part of addressing the trauma in a group setting. After personal reflection, group discussion
regarding the traumatic situation occurs. While it is believed that discussing the traumatic event
will limit an individual’s exposure to PTSD related symptoms, there are concerns about the retraumatization of individuals, which may contribute to burnout (Epstein, 2004). Instead,
individual counseling and utilization of personal support systems, including peers, may be
beneficial within the higher education setting.
Debriefing can also take a different perspective within the higher education context. As a
part of crisis management, institutions may engage in debriefing meetings or processes. These
debriefs provide opportunities to look at the response to the crisis situation to determine whether
the crisis management plan was appropriately utilized. The success of the plan as well as
necessary adaptations to the plan for future implementation are explored through the debrief
discussion (Booker, 2011). Often, these debrief sessions focus on process and not on personnel.
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Constructivist Self-Development Theory
Constructivist self-development theory (CSDT) explores the impact of a traumatic event
on an individual’s development of self (McCann & Pearlman, 1992; Saakvitine, Tennen, &
Affleck, 1998). An individual’s own self-capacity is impacted by the individual’s constructed
beliefs about the world and as a result, impact the individual’s perception and reaction to a
specific experience (Saakvitine, Tennen, & Affleck, 1998). As the individual shapes their view
on their surroundings, they are constructing their personal reality and their coping mechanisms to
address conflict within their life through a personal experience lens. The reactions of the
individual are both conscious and subconscious.
The central assumption of constructivist self-development theory is that individuals
create their understanding of their own reality and the idea of the self is developed over time
within a social and cultural context (McCann & Pearlman, 1992). Within the constructivist selfdevelopment framework, five areas of the self are identified which may be impacted by
traumatic events:


Frame of reference: the individual’s way of viewing and understanding themselves and
their reality.



Self-capacity: the ability to identify and adapt as they maintain a connection with
themselves and those individuals around them.



Ego resources: the ability to observe the self, utilizing cognitive and social skills in order
to protect themselves and their relationships.



Central psychological needs: addressing the areas of “safety, trust, control, esteem, and
intimacy” (Saakvitine, Tennen, & Affleck, 1998, p. 283).
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Perceptual and memory system: biological adaptations of the individual as a result of the
event (McCann & Pearlman, 1992; Saakvitine, Tennen, & Affleck, 1998).

As a result of the personal combination of these five areas, no two individuals approach trauma
and crisis the same way as their reactions are informed by their personal experiences. However,
CSTD can identify transformative changes which positively impact individuals due to the five
areas as well as the negative impact of development of behaviors which are counterproductive to
the individual’s growth. The positive and negative impacts of trauma are greatly impacted by the
individual’s frame of reference. As a part of the post-trauma meaning making process, an
individual’s perception of their understanding of the world may shift to provide context for the
incident (Saakvitine, Tennen, & Affleck, 1998).
Professional Quality of Life
Within the workplace, several different factors can impact an individual’s work
environment, experience, and how they engage within that environment. Studies looking at
professionals’ experience within the workplace have explored the concepts of persistence and
engagement and the impact on the individual’s professional quality of life. The workplace refers
to both paid employees as well as volunteers to maintain a role in assisting others in crisis and
stress related situations. Stamm’s (2007b) professional’s quality of life theory explores the
concept of well-being within the workplace of individuals working in helper roles centered on
environmental factors that lead to three concepts: compassion satisfaction, compassion fatigue,
and burnout. The professional quality of life study has been completed in over 600 research
studies worldwide (Stamm, 2007a).
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Environmental Factors
In Stamm’s (2007b) professional quality of life theory, three types of environments exist
within the workplace: work, client, and person. The framework for the theoretical model of
compassion satisfaction and compassion fatigue is represented in Figure 2. The work
environment in the context of this theory describes the setting within which an individual
completes their employment related tasks. Work environment does not merely explore the
physical environment that the work is completed in, but also encompasses the organizational
structure and culture and the tasks completed within the work environment. The client
environment refers to the environment of the person being assisted by the helper. As the
professional quality of life theory is based on those individuals in helping professions, the client
environment refers to the individual that is receiving assistance from the helper. Lastly, the
person environment includes the individual’s personal traits and characteristics. The person
environment encompasses the impact of the individual’s experiences through exposure to trauma
and crisis situations and in the individual’s interactions outside of the workplace.
Each of the environmental areas contribute to the helper role experience both positively
and negatively. People in helping roles often feel a great sense of accomplishment by serving
others and assisting clients during difficult situations by supporting and empowering their
emotional processing of events. Conversely, by hearing the stories of those who experience
trauma, the helper may experience a negative reaction as a result of their role. The resulting
impact on the professional quality of life can be described as compassion satisfaction and
compassion fatigue.
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Figure 2: The Theoretical Model of Compassion Satisfaction and Compassion Fatigue. Reprinted
from Full CF-CS Model from ProQOL.org, 2015, by B.H. Stamm, 2009, from
http://www.proqol.org/Full_CS-CF_Model.html. Copyright 2009 by Beth Hudnall Stamm. Reprinted
with permission.

Each of the environmental areas contribute to the helper role experience both positively
and negatively. People in helping roles often feel a great sense of accomplishment by serving
others and assisting clients during difficult situations by supporting and empowering their
emotional processing of events. Conversely, by hearing the stories of those who experience
trauma, the helper may experience a negative reaction as a result of their role. The resulting
impact on the professional quality of life can be described as compassion satisfaction and
compassion fatigue.
Compassion Satisfaction
Compassion satisfaction refers to the positive impact that someone may experience by
assisting others. Within the context of a helper’s quality of life, the work environment, client
environment, and person environment all can contribute to compassion satisfaction either
independently or in conjunction with one another. Positive feelings regarding the quality of
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work, the ability to help others, and the impact one’s work has on the community can impact
compassion satisfaction (Gardner, 2014). Compassion satisfaction may assist in
counterbalancing the negative effects of the environments experienced by helping others.
Research conducted in a study of child protective services workers found that 70% of workers
who expressed high levels of compassion satisfaction were less likely to state being impacted by
the negative aspects of their helping role (Conrad & Kellar-Guenther, 2006).
Additionally, personal experiences can also impact compassion satisfaction. In Battle
(2011), police officers who had experienced trauma either in their personal or professional life,
experienced a significantly higher instance of compassion fatigue in comparison to their
counterparts who did not experience trauma. By experiencing positive feelings towards the
helping work they are doing, individuals are more likely to be engaged in their work
environment and less likely to leave the field they are working in (Anderson, 2000).
Compassion Fatigue
In contrast to compassion satisfaction, the professional quality of life theory also explores
the concept of compassion fatigue. Initially, the concept of compassion satisfaction was
identified by Charles Figley through his work with families of soldiers with Post-Traumatic
Stress Disorder (Stamm, 1997). Compassion fatigue is the negative impact of serving in a
helping profession. People can be impacted by crisis situations without being present at the crisis
as a result of their helping role (Figley, 1995). Figley (1995) describes compassion fatigue as the
stress an individual experiences as a result of helping or wanting to help a person who has
experienced trauma. By working with clients who have experienced crisis situations, helpers are
exposed to information about traumatic events in their client’s lives. Helpers may utilize
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empathy as a part of their role, exposing themselves to the negative feelings of the person they
are assisting, thus indirectly experiencing trauma-based stress.
The impact of assisting others may manifest in a negative way for the helper due to the
information shared with them. Gardner (2014) described compassion fatigue as a gradual
diminishing of an individual’s capacity to care, contributing to exhaustion mentally, physically,
and spiritually. Compassion fatigue may manifest without warning and may contribute to an
individual’s inability to separate themselves from the trauma of others. As Figley continued
researching compassion fatigue, two distinct components of compassion fatigue were identified
(Figley, 1995). Compassion fatigue can be described through these two different components:
secondary traumatic stress or burnout.
Secondary Traumatic Stress
Figley (2013) identified a difference between those individuals who have exposure
primary stressors and those exposed to secondary stressors. Secondary traumatic stress focuses
the “exposure to knowledge about a traumatizing event” which occurred to another individual
they know or help (Figley, 2013, p. 8). While the individual did not directly experience the
traumatic event, through their conversations and work with trauma exposed individuals, the
helping individual is exposed to traumatization themselves. Within this role, the desire to help
others may have a negative impact on the helper. The helper’s empathic response, experience
with personal trauma, unresolved personal issues compounded by the trauma exposed individual,
and the population the helper works with may impact the individual’s predilection to secondary
traumatic stress (Figley, 2013). As such, secondary traumatic stress is defined as the “stress
resulting from helping or wanted to help a traumatized person” (Figley, 1995, p.7).
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The symptoms of secondary traumatic stress can manifest immediately (Figley 2013).
Secondary traumatic stress incorporates an individual’s feelings of “exhaustion, frustration,
anger and depression” (Stamm, 2010b, p. 8). The symptoms displayed by persons with
secondary traumatic stress include emotional, cognitive, physical and behavioral manifestations
(Morrissette, 2004). Someone experiencing secondary traumatic stress may express feelings of
helplessness, confusion, and isolation from others (Figley, 2013). Figley (2013) states a person
may exhibit signs of secondary traumatic stress quickly but may experience a faster recovery rate
in comparison to those individuals experiencing burnout.
Burnout
The second area that may exist within compassion fatigue is burnout. One of the first
mentions of burnout was in 1974 by Freudenberger (as cited in Schaufeli, Leiter, & Maslach
2008). Freudenberger worked at a free health clinic and observed the “gradual emotional
depletion” of volunteers working with drug users and homeless individuals (p. 205). Moreover,
in 1976, Maslach, while studying human services workers, found that individuals “felt
emotionally exhausted, that they developed negative perceptions and feelings about their clients
or patients, and that they experienced crises in professional competence as a result of the
emotional turmoil” (Maslach, 1976, 1993 as cited in Schaufeli, Leiter, & Maslach 2008, p. 206).
The emotional nature of trauma or crisis work may impact a helper’s ability to complete
their job responsibilities. A person who experience burnout may lose the ability to fully
contribute their work or other areas of their life in impactful ways (Schaufeli, Leiter, & Maslach
2008). As stated by Maslach (1998), “burnout is an individual stress experience embedded in the
context of complex social relationships and it involves the person’s conception of both self and
others” (p. 69).
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Employees in people-oriented professions, such as education, have been identified as
being susceptible to burnout (Maslach, 1998). “Within such occupations, the prevailing norms
are to be selfless and put other’s needs first; to work long hours and do whatever it takes to help
a client or patient or student; to go the extra mile and to give one’s all” (Maslach 1998, p. 68).
Many of the staff members working within the people-oriented professions may also be impacted
by working in high stress and limited resource environments (Maslach, 1998).
In addition to the components of burnout that exist within Stamm’s (2010b) professional
quality of life theory, burnout has also been explored as a part of Maslach’s Multidimentional
Theory (Maslach, 1998). Initially, burnout only focused on exhaustion. However, Maslach’s
theory recognized that burnout is composed of three distinct components: emotional exhaustion,
depersonalization, and reduced personal accomplishment. Emotional exhaustion is the feeling of
being emotionally overextended as a result of personal resources being depleted (Maslach,
1998). Depersonalization is an individual’s response that leads to detachment from other people
and may include negativity, cynicism and a decreased sense of idealism (Maslach, 1998).
Reduced personal accomplishments indicate an individual’s perception of effectiveness, work
productivity and feelings of being competent within one’s own work (Maslach, 1998). The
central concept of the multidimensional theory is that burnout is relationship based. Burnout may
impact the relationship the helper has with both those they are helping as well as relationships
outside of the helping environment.
Burnout can also be impacted by an individual’s job-fit. When someone does not fit with
a position because of their personality and the environment, a job-person mismatch may occur.
Six areas have been identified as a part of this mismatch: work overload, lack of control,
insufficient reward, breakdown of community, absence of fairness, and value conflict (Maslach,

45

1998). These areas contribute to a reduction in worker productivity, job satisfaction, and job
persistence.
Individuals may experience and exhibit burnout traits in a variety of ways based on their
personality. Personality traits including neuroticism, extrovertedness, agreeableness,
conscienciousness, and openness have been explored to determine their impact on an
individual’s burnout experience (Swider & Zimmerman, 2010). Swider and Zimmerman’s
(2010) meta-analysis also explored the incidents of emotional exhaustion, personal
accomplishment and overextension. They specifically explore how each characteristic
contributed to the work outcomes of absenteeism, turnover, and job performance among those
experiencing burnout. In order to fully explore the impact of burnout, Swider and Zimmerman
(2010) found that relationships among an individual’s personality predictors impact the work
outcomes and should be considered as a part of future burnout research.
While burnout emerged in the 1970’s as a workplace psychology term, the term’s
applicability has expanded beyond the workplace setting (Schaufeli, Leiter, & Maslach, 2008).
Research on burnout has focused on how people cope with burnout, how burnout can be
prevented, and how to combat burnout. According to Schaufeli, Leiter, and Maslach (2008) over
6,000 books, articles, dissertations and other publications have been written globally about this
topic.
Professional Quality of Life Studies in Other Fields
As previously mentioned, the study of compassion satisfaction and compassion fatigue
has been robust in a number of helping fields. As student conduct professionals serve in a variety
of capacities, so too do a multitude of other helping fields. While research is limited within the
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higher education context, the impact of compassion satisfaction and compassion fatigue has been
explored.
Addiction Counselors
Van Hoang (2013) studied the occurrence of compassion satisfaction, burnout and
compassion fatigue among addiction counselors due to their years of experience. The findings of
the study showed a positive correlation between years of experience and compassion satisfaction
as well as years of experience and compassion fatigue. As the counselors gained more than five
years of experience, they expressed higher levels of compassion satisfaction. A possible
limitation for this population is the exclusion of counselors who had already left the field prior to
five years of employment. In addition, there was a negative correlation for addition counselors in
this study between years of experience and burnout. No participants in the study expressed
extremely high levels of compassion satisfaction, compassion fatigue, or burnout.
Critical Incident Stress Management Providers
In Compton’s (2013) study, the levels of compassion satisfaction and compassion fatigue
were studied among Critical Incident Stress Management providers, individuals responsible for
assisting trauma victims. The providers exhibited low levels of compassion fatigue and high
levels of compassion satisfaction. The strongest predictors of compassion fatigue could be
attributed to debriefing which occurred after the incident as well as emotional separation. For
compassion satisfaction, age and debriefing were the strongest predictors.
Interdisciplinary Hospice Teams
Sudeck’s (2012) qualitative study examined at the impact of compassion fatigue among
hospice workers charged providing end-of-life care for patients. The major stressors identified by
the hospice workers included their proximity to the process of death, feelings of loss, attachment
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to the patients and their family members, and watching the family members’ experiences while
addressing end-of-life issues and decisions. Additionally, staffing shortages, funding challenges,
serving on-call, large patient caseloads, administrative tasks, and disrespectful behavior from
family members also contributed to the stressors experienced by the hospice workers.
Nursing Faculty
The possible impact of the compassion satisfaction and compassion fatigue among
nursing professors was explored in Gardener’s 2014 study. As a part of the study design, an
emphasis was placed on the role of the professor working directly with nursing students.
Compassion fatigue has been studied extensively within the healthcare profession and within
nursing specifically. As a part of the mixed-methods study, nursing faculty reported the level of
students taught, either undergraduate or graduate, did not have an impact on the professor’s
reported compassion satisfaction or compassion fatigue. The participants reported low levels of
burnout overall. However, higher levels of compassion satisfaction and lower levels of burnout
were reported by oncology and psychiatry faculty. The oncology and psychiatric faculty
appeared to be happier serving in the academic capacity than in their professional role. The
faculty indicated “contractual obligations, faculty incivility, scholarship and service obligations,
and student-related issues including incivility” as themes contributing to their compassion
fatigue (Gardner, 2014, p. 89).
Sexual Assault Advocates
Treworgy (2010) studied the impact of supervision on the levels of compassion
satisfaction and compassion fatigue among sexual assault advocates utilizing the Stamm’s
Professional Quality of Life Inventory (ProQOL-IV). Sexual assault advocates for the purpose of
this study were volunteers who provided direct service to sexual assault victims and survivors
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and were limited to female study participants only. Sexual assault advocates who had previously
experienced trauma had a higher instance of compassion fatigue and burnout than those who had
not previously experienced trauma. The study also found that there was a negative correlation
between level of education and compassion satisfaction. Additionally, participants in the study
with greater number of direct contact hours with clients expressed higher levels of compassion
fatigue.
Sexual Assault Nurse Examiners
Nurses who have been trained to serve as sexual assault nurse examiners were studied in
French’s (2006) study. Sexual assault nurse examiners complete court-admissible evidence
collection and traditionally meet with victims of assault within a short time frame after the
assault. These nurses expressed high levels of compassion satisfaction as well as compassion
fatigue based on the work within which they engage in. As a part of the study, the nurses
disclosed symptoms which may be manifestations of compassion fatigue. While participants in
the study indicated both weight loss and weight gain, half of the study participants indicated
experiencing emotional symptoms including sadness, anxiety, and shame as manifestations of
their compassion fatigue.
Social Work
As a final example, after the incidents of September 11, 2001, many social workers were
involved with providing counseling and support services to the survivors, victims’ families, and
the rescue workers directly impacted by the incident at the Twin Towers. As previously
discussed, by serving in a helping capacity, helpers may be exposed to secondary traumatic stress
as a part of their involvement with their constituencies. Kanno (2010) explored the impact of
serving as a social worker with 9/11/01 clients. The results of the study indicated that the greater
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exposure social workers had to trauma impacted victims, the greater they expressed instances of
secondary traumatic stress. Social workers with more years of experience were found to have
lower levels of secondary traumatic stress; however, this population also reported lower numbers
of hours of contact and clients served.
Professional Quality of Life and Higher Education
Despite the wide usage of the Professional Quality of Life theory in a variety of settings,
limited research has been published on the effect of serving as a student conduct administrator
within higher education. Two qualitative studies have been completed regarding the impact of
burnout on the student affairs professionals.
As a part of her autoethnography, Bestler (2012) described her personal experience with
the suicide death of a student. As an on-call professional, Bestler conveyed the overwhelming
feelings she had as she visited the parents of the student in the hospital. She inferred a separation
between her role as a student affairs professional and being herself, impacted by her compassion
for the family and the response she experienced. “It was my role, as the student affairs
professional, to share the information without showing any of the emotions that I was feeling
during the experience. Underneath, I was reeling from the event.” (p. 114). Bestler (2012)
reflected that the lack of training the participant had received on addressing traumatic situations.
Additionally, she questioned the impact of the training gap on the well-being of student affairs
professionals charged with addressing crisis situations.
In Stoves’ (2014) study of student affairs professionals, thirteen individuals were
interviewed regarding their experiences with compassion fatigue. As a result of his grounded
theory method, Stoves identified three distinctive themes with regard to navigating compassion
fatigue as a student affairs professional. First, the internal and external factors which contributed
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to relationships formed the first theme. Individuals with internal loci of control expressed a great
need to have an emotional connection with students which may contribute to compassion fatigue.
Second, the way that professionals connected with students and the type of interaction also
impacted compassion fatigue. If the professional could connect with the student’s problem or
issue, the professional was more likely to experience compassion fatigue. Lastly, those who
expressed an ability to reflect and develop new skills to address future crisis situations were less
likely to exhibit compassion fatigue.
While these two qualitative studies help to provide some context for the experience of
student affairs professionals, at this time, no literature exists about the impact of serving as a
student conduct administrator. Thus, a gap exists within the literature regarding compassion
satisfaction, compassion fatigue, and burnout among student affairs professionals who respond to
crisis situations on college campuses.
Summary
This chapter began with the exploration of role of and the impact on the student affairs
and student conduct professional, crisis within the higher education context and how colleges
and universities, through people and processes, address crisis. Additionally, the professional
quality of life study was explored and the concepts of compassion satisfaction, compassion
fatigue, and burnout were discussed in the context of the current literature. The limited research
in higher education regarding compassion satisfaction and compassion fatigue exposes the need
for the proposed study to be completed.
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CHAPTER 3
METHOD
Purpose of the Study
The purpose of this study is to explore the impact of compassion satisfaction and
compassion fatigue on student conduct professionals based on the individual’s professional
quality of life. As demonstrated in Chapter 2, the literature has shown that individuals who work
in helping fields may be exposed to trauma and crisis as a part of their positional duties.
Furthermore, as a result of helping others, such professionals are exposed to both the positive
and the negative effects of assisting individuals in crisis.
On college campuses, one of the groups of individuals who frequently interact with
students impacted by crisis related experiences in a helping role are student conduct
professionals. Student conduct professionals serve as adjudicators, supervisors, advisors,
collaborators, educators, and service providers. Additionally, “other duties as assigned” may
expose professionals to unique situations which may contribute to the positive and the negative
impacts of helping. For some professionals, serving as essential personnel for the college or
university, individuals identified through their job description to serve beyond normal business
hours or to perform other duties due to their role, provides regular exposure to situations which
exist within Zdziarski and Rollo’s (2007) crisis matrix. Whether it is through their daily work
responsibilities or the unexpected and unplanned incidents, student conduct professionals receive
both satisfaction from the work which they are engaged with as well as stressors due to this
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work. As a result, this study intends to look at the professional quality of life for student conduct
professionals.
Working with individuals who experience crisis or trauma has been studied in other
helping fields. Student affairs professionals serving in a helping role may be exposed to the three
areas within Stamm’s (2007b) Professional Quality of Life theory: compassion satisfaction,
compassion fatigue, and burnout. Past research, as described in Chapter 2, has explored the
impact of compassion satisfaction, compassion fatigue, and burnout among other helping
professions. However, as also discussed, there is a gap in the literature surrounding the
prevalence of compassion satisfaction, compassion fatigue, and burnout within the context of
higher education student affairs professionals, and specifically student conduct professionals.
The purpose of this study is to explore the prevalence of compassion satisfaction and compassion
fatigue among full-time student conduct professionals utilizing a quantitative approach.
Chapter 3 outlines the research method utilized to explore the identified research
questions. This chapter will discuss the research philosophy, the quantitative research design,
research method, research design, population, sampling methodology, instrument, data collection
process, and data analysis.
Research Philosophy
The philosophical foundation for inquiry helps to inform the proposed research to best
answer the proposed research questions (Johnson & Onwuegbuzie, 2004). Crotty (1998) states
inquiry and the pursuit of knowledge is founded in the epistemology of how knowledge is
created Exploring how individuals experience the world and make meaning of the world around
them impacts their personal views of their experience (Crotty, 1998). Student Affairs
professionals may experience compassion satisfaction or compassion fatigue, either as burnout or
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secondary traumatic stress, as a result of their job functions; however, each individual’s personal
experience will impact the levels of compassion satisfaction and compassion fatigue reported by
the professional.
Because of the researcher’s desire to explore both the levels of compassion satisfaction
and fatigue experienced by student affairs professionals, pragmatic research philosophy provides
the philosophical underpinning for this study. Pragmatism focuses on the concept that knowledge
is constructed, evaluated, and adapted (Paul, 2005). Knowledge is both constructed and impacted
by the world the individual exists within (Johnson & Christensen, 2012). Pragmatism recognizes
that knowledge changes all the time. This constant change is due to experiences in our daily lives
as well as the need to grow and survive (Johnson & Christensen, 2012). Through a pragmatic
lens, truth is not an absolute, but rather a concept which can be explored through experiencing
and exploring (Johnson & Christensen, 2012; Johnson & Onwuegbuzie, 2004).
Research is dynamic and constantly evolving especially through the growth of
connectedness between interdisciplinary areas within social research. In the increasingly
complex environment of modern research, Johnson and Onwuegbuzie (2004) encourage
researchers to explore the possibility of utilizing complimentary research paradigms. As I will be
looking at individuals’ perceptions of their personal experience as a student conduct
administrators with the traumatology lens using multiple paradigms, dialectical pragmatism will
be utilized as a part of the research perspective. (Johnson & Christensen, 2012).
Utilizing the dialectical pragmatism viewpoint, this study uses two distinct areas which
could contribute to the multiple paradigm approach. Therefore, this research uses a pragmatic
lens to examine at how individuals self-identify their levels of compassion satisfaction and
fatigue, which could be considered post-positivist lens. Post-positivism foundations support the
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idea that there is no absolute when considering knowledge and the human experience. Postpositivism maintains there are multiple ways of acquiring knowledge (Crossan, 2003; Crotty,
1998). Our knowledge-bases are continually adapting and adjusting due to new inquiry and
growth. One of the purposes of post-positivist research is to explore why individuals act or react
in conjunction with their adaptations and adjustments (McGregor & Murnane, 2010).
Compassion satisfaction and compassion fatigue explores how an individual reacts to helping
those in crisis, thus lending the purpose of the research to the post-positivist framework.
In addition, a constructivist lens can be used to consider individuals’ created perceptions
of how specific aspects of their position impact them positively and negatively. Constructivism
supports the notion that individuals create their own perception of their understanding based on
their personal reaction to the experience. An individual creates structure based on their
experiences which forms their perception of reality due to the person’s cognitive interpretation of
the event (von Glasersfeld, 1984). When exploring the constructivist paradigm, Allen (1993)
states individuals invent their own reality incorporating their personal interpretation of meanings
in conjunction with their values. In this framework, no two individuals approach an incident,
problem, challenge, conflict, crisis, or trauma in the exact same way. Individuals bring aspects of
their previous experiences, beliefs, and values into their work. As a result, from a constructivist
perspective, addressing an incident, both positively and negatively, is a personal experience.
These factors could contribute to the individual’s instance of compassion satisfaction and
compassion fatigue levels.
Quantitative Research Design
This study explored the professional quality of life among student conduct professionals
and the areas which contribute to the positive and negative aspects of their work environment.
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The research questions developed and presented in Chapter 1 support the use of quantitative data
collection with regard to the measure of compassion satisfaction, burnout, and secondary
traumatic stress. Creswell and Zhang (2009) identified that much of trauma based research has
been conducted utilizing quantitative instruments or assessments. As previously discussed,
assisting others who have experienced traumatic situations is the foundation of the concepts of
compassion satisfaction and compassion fatigue. The use of a quantitative research method is
appropriate as the possibility of experiencing compassion satisfaction and compassion fatigue
exists for student conduct professionals based on their indirect trauma exposure.
This study used a quantitatively based research method. The data collection has two
parts, an existing scale, the Professional Quality of Life Scale (ProQOL 5) and a series of
demographic and profession related questions developed for the study. This custom survey
included information regarding the job responsibilities of the individual, the years of experience
both within student affairs and student conduct, as well as demographic information.
Research Questions
As previously stated in Chapter 1, the purpose of the study is to explore the compassion
satisfaction, compassion fatigue, and burnout levels among student affairs professionals. To
support the research purpose, the following research questions will be explored:
1. What is the relationship among student conduct professionals’ compassion satisfaction,
burnout, and secondary traumatic stress?
2. What is the relationship between student conduct professionals’ years of experience and
compassion satisfaction, burnout, and secondary traumatic stress?
3. What is the relationship between student conduct professionals’ responsibility areas and
compassion satisfaction, burnout, and secondary traumatic stress?
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4. What is the relationship between student affairs professionals serving in an on-call
capacity and compassion satisfaction, burnout, and secondary traumatic stress?
5. What is the relationship between student conduct professionals’ amount of direct student
contact and the compassion satisfaction, burnout, and secondary traumatic stress?
Research Design
The assumption being made as a part of the pragmatist foundation for this study is that
serving in a crisis responder capacity on a college campus will reveal a relationship between
individual levels of compassion satisfaction, compassion fatigue, and burnout. In order to
explore the levels of compassion satisfaction, compassion fatigue, and burnout of student
conduct professionals, a survey method was utilized to collect data. By collecting the survey data
through a questionnaire, the instances of compassion satisfaction and compassion fatigue were
explored to answer the identified research questions.
Sampling Design
When considering the sample, Fowler (2009) encouraged researchers to look at the
sample frame. The sample frame identifies the individuals who will be included in the sample for
a study (Fowler, 2009). Fowler identified three characteristics of the sample frame to consider
when identifying the intended sample population: comprehensiveness, probability of selection,
and efficiency.
According to the United States Department of Education (2013), 7,021 post-secondary
institutions existed within the United States in 2010-2011. In 2012, 161,800 individuals were
employed as postsecondary education administrators within the United States (United States
Department of Labor, 2014). When looking to establish identifying a list of individuals within a
particular field, it is often helpful to approach related professional associations.
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The comprehensiveness of a sample addresses the breadth of the population. For the
purposes of this study, the intended population was student conduct administrators; therefore,
student affairs professional associations were considered as potential sources for participants.
The Association for Student Conduct Administration (ASCA) was identified as an organization
which could provide the most comprehensive sample frame. In particular, the mission of this
association supported how its scope and purpose aligns with this study. The Association for
Student Conduct Administration mission is “to support higher education professionals by
providing education materials and resources, intentional professional development opportunities
and a network of colleagues to facilitate best practices of student conduct administration and
conflict resolution on college and university campuses” (ASCA, 2015a, para. 1). ASCA provided
the researcher with an excellent population directly related to the intended research sample.
ASCA has a research committee responsible for the oversight of all research conducted
among its members. One option for sampling offered by the ASCA Research committee is
access to the entire membership of the association (Appendix F). At the time of proposal, ASCA
had 2,560 members in the organization (J. Waller, Personal Communication, May 15, 2015).
Through access to the entire membership, there was a greater probability of participant selection
based on the established sample criteria.
Target Population and Sample
The target population selected for this study was higher education professionals who have
student conduct related responsibilities who work full time at a higher education institution. For
the purpose of this study, criteria were established for participant inclusion. As described below,
these criteria include individuals selected for the questionnaire should be employed full time, 35
hours or more per week, within their student affairs professional role at an institution of higher
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education within the United States of America. Paraprofessional staff, such as graduate
assistants, and retired individuals were excluded from this study through the use of demographic
questions on the survey instrument.
Individuals within student affairs may have varied years of experience as well as time
within their current role at their institution. To investigate compassion satisfaction and
compassion fatigue, the years of professional service for individuals who are currently employed
within a student conduct function area were considered in the study to support the research
questions. Instead of focusing on the professional levels traditionally associated with student
affairs (i.e., entry level, mid-level, senior conduct officer, senior student affairs officer), years of
experience ranges were considered. The criteria for sampling will be as follows:


Individuals currently employed in student affairs functional areas at a higher
education institution in the United States of America.



Individuals currently employed full time, at least 35 hours per week, within their
position. Individuals may be on 9-month, 10-month, or 12-month contract employees
at their institution.



Individual currently employed in a functional area which has student conduct
administration responsibilities.

The parameters established as a part of the sampling criteria focused the data collection
on those individuals employed full time within student conduct administration. The selected
criteria enabled the study to evaluate the experience of those individuals who may have the
greatest level of exposure addressing student misconduct and crisis situations on campus.
No restrictions were assigned to the following characteristics:


Gender.
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Age.



Years of experience within student affairs.



Workplace institutional type or location.



Educational degree achievement.

The above characteristics were excluded from the research criteria as there is no specific
definition of requirements to work within student conduct and behavior intervention. The lack of
restriction on the above criteria also provided the opportunity for an increased level of
participation from possible study respondents.
The sample population for the study was established through a convenience sample of the
Association for Student Conduct Administration (ASCA) membership database. A convenience
sample utilizes study participants who are selected due to the ease of access to the population
(Saumure & Given, 2008). ASCA maintains a membership database individual members both
within the United States of America and internationally. The ASCA membership includes
individuals who have an interest or directly work in the functional areas within student conduct
(ASCA, 2015a, para. 2). The ASCA professional membership has been selected as the sample
population for this study as it provides access to a collective of professionals interested in student
conduct administration.
In order to survey the ASCA membership a formal request must be made to the ASCA
research committee prior to the beginning of the study. The formal request included the
following information (ASCA, 2015b):


An abstract of the proposed study;



The desired population to study;



The plan and timeline for the dissemination of study information;
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The problems to be studied as a part of the research and how they contribute to
the currently existing knowledge base;



The protocol for the study to include information regarding confidentiality of
data;



The survey instrument intended to be utilized as a part of the study;



A copy of the Institutional Review Board (IRB) protocol to be submitted to the
researcher’s IRB.

The application required by the ASCA research committee can be found in Appendices E and F.
After the ASCA research committee approval was confirmed, an application to the
University of South Florida Institutional Review Board (USF IRB), through the Human Research
Protection Program, was submitted. The USF Human Research Protection Program’s mission is
“is to protect the rights, safety, and welfare of human subjects who participate in the research
programs of the USF System and its affiliated institutions” (USF Research & Innovation, n.d.,
para. 1). The USF IRB process more fully ensures appropriate ethical protections will be utilized
as a part of conducting this research project.
Once the ASCA and USF IRB applications were submitted, reviewed and approved, emails were sent to 2,571 ASCA members twice for the study by the ASCA Central Office (J.
Waller, Personal Communication, December 8, 2015). These emails included the initial
invitation to participate and one follow up e-mail distributed two weeks after the initial
invitation. Based on the response rate of the study participants, a second reminder e-mail was
removed from the research protocol. The e-mail wording of each of the correspondences with the
ASCA members are located in Appendices G and H. The ASCA Central Office sent out all of the
e-mail correspondence for the online survey to the membership. By having the ASCA Central
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Office send out all e-mail correspondence, the researcher did not have access to the e-mail list,
thus more fully preserving the identity and anonymity of all participants.
Survey Methodology
Since 1889, modern surveys have been utilized to gain understanding of social problems
as well as to systematically collect information regarding an individual’s experiences (Groves et
al., 2009). Survey design method is a quantitative method in which a researcher collects
information by distributing a questionnaire to a sample. The purposes of such surveys include
investigating a population’s believes, opinions, characteristics, or attitudes regarding a particular
concept or issue (Creswell, 2003; Groves et al., 2009). According to Groves et al., three
characteristics of survey research can be identified as follows:


Surveys gather information through asking individuals questions.



Surveys are conducted by recording answers either by interviewers or by the individual
completing the instruments.



Surveys are utilized with a sample of a population rather than the entire population.
Researchers should consider if survey research is appropriate to explore the research

questions proposed. Surveys should be considered if the purpose of the study is to explore
population trends or characteristics or the opinions and habits of individuals (Creswell, 2003).
The purpose of this study was to explore trends among student affairs professionals about their
experiences with compassion satisfaction and compassion fatigue. Survey research was selected
as the method of data collection to support the research questions identified quantitatively. The
questionnaire was be the only data-collection instrument utilized.
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Web-Based Survey Design
The increasing access to internet has made web-based surveys an attractive method of
data collection (Balch, 2010). Web-based survey research use has increased since the tech boom
of the 1990s (Bakla, Çekiç, & Köksa, 2013; Balch 2010). A web-based survey utilizes an
internet based system to collect data from study participants. Web-based surveys have increased
in popularity in a variety of different fields, initially in market research, but have gained
increased use in educational research (Bakla, Çekiç, & Köksa, 2013).
A primary advantage of web-based surveys is the perceived cost to the survey
administrator (Bakla, Çekiç, & Köksa, 2013; Parsons, 2007; Shannon, Johnson, Seary, & Lott,
2002). 96.7% of researchers believed there was a cost advantage to utilizing web-based survey
methods instead of paper or mail survey methods (Shannon et al., 2002). Parsons states webbased surveys can be more cost effective than other forms of surveys, as long as there is not a
high cost associated with the development of the web-based service to host the survey. The
turnaround time and ease of response collection has also been identified as an advantage to the
web-based survey method (Bakla, Çekiç, & Köksa, 2013; Parsons, 2007; Shannon, Johnson,
Seary, & Lott, 2002). Aggregate data collected can be easily transferred between the data
collection source and statistical software for ease of coding and data analysis. Lastly, access to
sample population may increase with the use of a web-based survey system (Bakla, Çekiç, &
Köksa, 2013). 91.5% of the survey professionals participating in Shannon et al.’s research
identified specific groups, such as organization members, as appropriate sample populations for
web-based research.
While there are several advantages to web-based surveys, there are also some
disadvantages to consider. The response rate to web-based surveys can be a disadvantage for
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research (Bakla, Çekiç, & Köksa, 2013; Parsons, 2007). Parsons states web-based surveys can
have a lower response rate to mail or paper based surveys especially if the survey length is
perceived to be too long. Secondly, the use of technology may be a barrier when considering
web-based surveys (Bakla, Çekiç, & Köksa, 2013; Parsons, 2007; Shannon, Johnson, Seary, &
Lott, 2002). Proficiency with technology may impact the participation of individuals, especially
if the survey is technologically complicated. Additionally, invitations to participate in web-based
surveys may be perceived as impersonal, thus impacting participation (Shannon et al., 2002).
Finally, ethical implications may have an impact on conducting web-based research. Privacy,
confidentiality and anonymity, and security of data are all ethical considerations when utilizing
online data collection, especially if a third party company is involved with hosting the survey
(Bakla, Çekiç, & Köksa, 2013; Coons, 2014; Roberts and Allen, 2015).
For the purpose of this study, the web-based survey system Qualtrics was used to
facilitate the data collection through the use of a web-based questionnaire. The web-based
system, Qualtrics, was provided through an institutional agreement, minimizing associated costs
with conducting the research. Using a web-based survey method also allowed the study to not be
geographically bound. Utilizing the ASCA membership as the sample population supported the
use of the web-based survey method and provided the greatest access to the target population.
To limit the disadvantages of web-based surveys, the survey design considerations
regarding response rate, technological proficiency, and ethical concerns have been explored.
Multiple invitations were sent to possible study participants to encourage involvement in the
research. The design of the survey was divided up into multiple screens to ensure ease of
completion of survey results. As the ASCA Central Office sent out all invitations to participate,
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an additional level of anonymity has been established. Finally, the Qualtrics service provided
encryption and protection for data collected from survey participants (Qualtrics, 2015).
Questionnaire
A questionnaire is a form of data-collection instrument filled out by a study participant
to collect self-reported data and may be used in both quantitative and qualitative research
methods (Johnson & Christensen, 2012). Questions included in questionnaires may include foci
on behavior, experiences, knowledge, and beliefs (Johnson & Christensen, 2012). The study
participants will complete an electronic questionnaire. The questionnaire constructed for this
study will incorporate quantitative data collection and demographic information collection.
Due to the large number of institutions with student affairs divisions and the geographic
diversity of those programs, a web-based questionnaire model was selected. The web-based
survey included Stamm’s (2010b) Professional Quality of Life Scale (ProQOL), closed-ended
questions as well as a demographic survey. Study participants were sent an e-mail explaining the
purpose of the study. Information about the informed consent for participation in the survey as
well as a link to the questionnaire website were included. These documents can be reviewed in
appendices D, G, and H.
Quantitative Data Collection
The Professional Quality of Life Scale (ProQOL 5) was primary quantitative assessment
tool utilized in this study (Stamm, 2010b). This section provides the background and technical
information regarding the ProQOL 5. The ProQOL was developed to assess the levels of
compassion satisfaction, compassion fatigue, and burnout levels for individuals who work with
clients who have experienced extremely stressful events. Several versions of the ProQOL have
been utilized by researchers to explore compassion fatigue specifically. The ProQOL was
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developed from the Compassion Fatigue Self-Test which was created by Charles Figley in the
1980s (Stamm, 2010b). The family members of individuals diagnosed with PTSD provided the
foundational research population for the Compassion Fatigue Self-Test (Figley, 1988, 1995). The
ProQOL was adapted from the Compassion Fatigue Self-Test by Figley and Stamm to include
the concept of compassion satisfaction. The instrument has been used in over 600 publications to
research compassion satisfaction and compassion fatigue among several different populations
and has been translated into eight languages (Stamm, 2010a, 2010b). Recent research completed
in related fields utilizing the ProQOL 5 was discussed in Chapter 2.
The ProQOL 5
The ProQOL 5 (Stamm, 2010b) is comprised of 30 item survey (Appendix A). Each item
is scored on a 5 point likert scale (1= never, 2 = rarely, 3 = sometimes, 4 = often, 5 = very often).
Three areas are evaluated on the ProQOL 5: Compassion satisfaction, compassion fatigue, and
burnout. Ten of the questions are devoted to evaluating each area to be evaluated on the scale.
For the purposes of the ProQOL, the scales are defined as the following by Stamm (2010b):
Compassion satisfaction: The positive feeling an individual may experience by
perceiving they have doing well within their job (p.12, para. 3).
Compassion fatigue: The negative feelings an individual may experience by being
exposed to work-related trauma which may include secondary traumatic stress (p. 12,
para. 4).
Burnout: The feelings of hopelessness or an inability to effectively do ones job. (p. 13,
para. 1).
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Secondary traumatic stress: The feelings experienced as a result to the secondary
exposure to people who have experienced extremely or traumatically stressful events (p.
13, para. 2).
The questions selected for this research study directly correspond with the questions
located within the ProQOL 5. As previously mentioned, each scale evaluated in the ProQOL 5 is
made up of ten questions. The compassion satisfaction scale is comprised of the following
questions: 3, 6, 12, 16, 18, 20, 22, 24, 27, and 30. The compassion fatigue scale, referred to as
the secondary traumatic stress scale, is comprised of the following questions: 1, 4, 8, 10, 15, 17,
19, 21, 26, and 29. Lastly, the burnout scale is comprised of the following questions: 2, 5, 7, 9,
11, 13, 14, 23, 25, and 28.
Reliability of the ProQOL 5
The ProQOL 5 has been explored for reliability in over 200 different studies (Stamm,
2010b). The scales measure the following three separate constructs: compassion satisfaction,
secondary traumatic stress, and burnout. The Cronbach alpha scale reliability for the scales is as
follows: αCS=.88, αBO=.75, αSTS=.81. The compassion fatigue scale is a distinct scale (Stamm,
2010b). The compassion fatigue scale and burnout scales do show that there is a shared variance
between the secondary traumatic stress scale (r2=0.05) and the burnout scale (r2=0.02) within the
compassion fatigue scale (Stamm, 2010b). Distress is common in both scales within the
compassion fatigue measure. Due to the wide usage of the ProQOL 5 in a variety of different
settings which have supported the instrument’s reliability, a pilot study was not completed.
Demographic Information
In addition to the ProQOL 5, the survey contained demographic questions unique to this
study. These questions provided information about the participant’s full time working status,
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professional job responsibilities, primary job responsibility, age, gender, educational status, type
of institution worked at, and the number of years of experience in both student affairs and
student conduct. This information is essential to explore potential relationships with participants’
compassion satisfaction, compassion fatigue, and burnout scale scores.
Data Collection
Data were collected utilizing a web-based questionnaire process. The survey was offered
utilizing the Qualtrics online survey tool. Participants were e-mailed a link to a web-based
version of the questionnaire by the ASCA Central Office. The e-mails sent to the sample
contained a statement about the purpose of the research project and a link to the Qualtrics survey
instrument. The landing page for the Qualtrics survey included the informed consent form and
the survey instrument. Participants electronically signed the informed consent form or could opt
out of the study. Sample members received a total of two e-mails: the initial invitation to
participate in the study and one follow up reminder. The follow-up reminder was sent two weeks
after the initial invitation to participate. The e-mails can be reviewed in appendices G and H.

Informed Consent

Email
• Initial
• 2 Week Follow Up

• Electronic Signature
• Opt Out

Survey
• Data Collection
• Opt Out

Figure 3. Outline of data collection process.

Ou

Alternatives to Participation
Individuals invited to take the survey had the opportunity to participate on a volunteer
basis. There were no alternatives for survey participants in this study. Individual participants had
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the option to opt out of the study at any point in time. All data collected from individuals in
which the functional area and ProQOL was incomplete was not be used in the data analysis.
Compensation
No compensation was offered to individuals participating in this study.
Data Analysis
Once data were collected via the Qualtrics online survey software it was exported from
Qualtrics and imported into statistical analysis software. All data were analyzed utilizing the
current version of the Statistical Package for the Social Sciences (SPSS) software package at the
time of data analysis. The current version of SPSS at the time of the study was version 22.0.
SPSS was utilized to compute descriptive statistics as a part of the summary of results.
Prior to the data analysis in SPSS, the data were cleaned. If the study participant fails to
complete all questions within the ProQOL, the participant’s data were invalidated and discarded
from the sample. If one of the demographic variables was not completed, the participant’s data
were coded as “not provided” for that particular research question.
The alignment of the research questions with the data collection items and how each
research question was analyzed can be found in Table 1. For the purposes of this study,
descriptive and inferential statistics were utilized. All ProQOL subscale scores were computed
using the instructions in Stamm’s (2010) ProQOL manual. First, five items on the Burnout
subscale were reversed. The reversal of the score adapted the scoring for the five items by
inverting the scale value (1=5, 2=4, 3=3, 4=2, 5=1). Second, the raw scores were summed for the
sample data. Finally, all raw scores were converted into t-scores. A test of Cronbach’s Alpha for
each scale was completed as a part of this study to explore the reliability of the ProQOL 5 with
the population.
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Table 1: Aligning Research Questions with Data Collection and Data Analysis
Research Question
What is the relationship among student
conduct professionals’ compassion
satisfaction, burnout, and secondary
traumatic stress?

Data Collection
The following subscales from the ProQOL are
associated with the following survey
questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14, 17, 21, 23, 28, 30, 32, 34, 39, 42
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41

2.

What is the relationship between student
conduct professionals’ years of experience
and compassion satisfaction, burnout, and
secondary traumatic stress?

The following subscales from the ProQOL are
associated with the following survey
questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14, 17, 21, 23, 28, 30, 32, 34, 39, 42
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
Questions 46 and 47 reference the individual’s
years of experience in student affairs and
student conduct.

3.

What is the relationship between student
conduct professionals’ responsibility areas
and compassion satisfaction, burnout, and
secondary traumatic stress?

The following subscales from the ProQOL are
associated with the following survey
questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14, 17, 21, 23, 28, 30, 32, 34, 39, 42
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
Questions 2, 3, 4, 5, 6, 7 reference all job
responsibilities within their current position
and the primary area of responsibility.

1.
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Data Analysis
Raw scores, adjusted scores, t-scores, and measures of
central tendency were computed for all of the
subscales of the ProQOL. Additionally, a
Spearman correlation was completed for the
following survey questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14,* 17*, 21, 23, 28*, 30*, 32, 34, 39, 42*
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
(* reverse scored: 1=5, 2=4, 3=3, 4=2, 5=1)
Raw scores, adjusted scores, t-scores, and measures of
central tendency were computed for all of the
subscales of the ProQOL. A one-way ANOVA
and a linear regression analysis were completed
to investigate predictive variables for the
following survey questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14,* 17*, 21, 23, 28*, 30*, 32, 34, 39, 42*
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
(* reverse scored: 1=5, 2=4, 3=3, 4=2, 5=1)
Years: 46, 47
Raw scores, adjusted scores, t-scores, and measures of
central tendency were computed for all of the
subscales of the ProQOL. A one-way ANOVA
and a linear regression analysis were completed
to investigate predictive variables for the
following survey questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14,* 17*, 21, 23, 28*, 30*, 32, 34, 39, 42*
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
(* reverse scored: 1=5, 2=4, 3=3, 4=2, 5=1)
Responsibility Areas: 2, 3, 4, 5, 6, 7

Table 1 (Continued): Aligning Research Questions with Data Collection and Data Analysis

4.

5.

Research Question
What is the relationship between student
affairs professionals serving in an on-call
capacity and compassion satisfaction,
burnout, and secondary traumatic stress?

Data Collection
The following subscales from the ProQOL are
associated with the following survey
questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14, 17, 21, 23, 28, 30, 32, 34, 39, 42
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
Question 36 references if the participant serves in
an on-call capacity.

What is the relationship between student
conduct professionals’ amount of direct
student contact and the compassion
satisfaction, burnout, and secondary
traumatic stress?

The following subscales from the ProQOL are
associated with the following survey
questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14, 17, 21, 23, 28, 30, 32, 34, 39, 42
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
Question 36 references the number of hours of
student contact per week.
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Data Analysis
Raw scores, adjusted scores, t-scores, and measures of
central tendency were computed for all of the
subscales of the ProQOL. A one-way ANOVA
and a linear regression analysis was completed to
investigate predictive variables for the following
survey questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14,* 17*, 21, 23, 28*, 30*, 32, 34, 39, 42*
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
(*reverse scored: 1=5, 2=4, 3=3, 4=2, 5=1)
On-Call: 36
Raw scores, adjusted scores, t-scores, and measures of
central tendency were computed for all of the
subscales of the ProQOL A one-way ANOVA
and a linear regression analysis was completed to
investigate predictive variables for the following
survey questions:
CS: 16, 19, 25, 29, 31, 33, 35, 37, 40, 43
BO: 14,* 17*, 21, 23, 28*, 30*, 32, 34, 39, 42*
STS: 15, 18, 20, 22, 24, 26, 27, 36, 38, 41
(* reverse scored: 1=5, 2=4, 3=3, 4=2, 5=1)
Contact Hours: 5

For research question 1, descriptive statistics were utilized through calculating the
measures of central tendency utilizing the completed data collected including the demographic
information. For research questions 2, 3, 4 and 5, analyses of variance (ANOVA) were
completed.
Managing and Recording of Data
The maintenance and security of collected research data must be of the upmost
consideration for any researcher, as supported by both the literature and researcher ethics. All
data were collected utilizing the Qualtrics web-based survey data collection tool. No identifiable
information was collected as a part of the survey questionnaire. By not collecting identifying
data, the anonymity and privacy of the participants can be maintained (Coons, 2014; Roberts and
Allen, 2015).
Once extracted from the Qualtrics website, all data were kept in a password protected file
by the researcher on an external data drive. Thiele and Kaczmirek (2010) encourage storing data
on a secured drive once downloaded from the data collection source. As required by the 2015
USF IRB policy and procedures, the data collected will be destroyed five years after the study is
closed by the USF IRB. Data may be used for the purposes of this dissertation and for future
publications and presentations.
Ethical Considerations
Prior research conducted utilizing the ProQOL 5 has not reported any risks related to
participation (Compton, 2013; Gardner, 2014). The risk of participation in this study is minimal.
However, as this study does discuss trauma and the impact of secondary trauma and stress on
individuals, additional ethical considerations have been made regarding the informed consent of
all participants.
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Prior to the start of the survey, all participants were presented an informed consent form
(Appendix D). As required by the U.S. Department of Health and Human Services, all
individuals who participate in human subjects research must complete an informed consent
process except as deemed exempt as outlined in the federal regulation (45 C.F.R. § 46.116). The
research proposed and reviewed by the USF IRB requires informed consent. The informed
consent process ensures participants in research are aware of their decision to participate in a
research process and any possible benefit or risk associated with participating in the research.
Included within the informed consent was a list of resources for participants who may experience
discomfort or may need additional assistance as a result of participating in the survey. This
information included encouraging professionals to seek counseling, either on their campus or
with a community provider, or to utilize the services of their institutions’ Employee Assistance
Program (EAP) if available. All participants were required to acknowledge that they have
received the informed consent, resource list, and that they understand they may discontinue their
participation in the study at any time.
Limitations
Several limitations exist because of this study’s selected research method. Since the study
examines the experiences of student conduct administrators, the Association for Student Conduct
Administration was selected for the sample population source. At the same time, it is understood
that all student conduct administrators may not be members of ASCA. Therefore, there may be
student conduct professionals who are not invited to participate in the study due to the sampling
strategy. However, investigation has revealed that the ASCA membership distribution provides
the most comprehensive contingent at this time.
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Secondly, it is assumed all participants in the study provided information which is true
and accurate to the best of their perception. Such an assumption is the premise of survey research
(Johnson, 2010). The wording of the ProQOL addresses trauma and the individual’s exposure to
trauma secondarily. Someone may have experienced trauma outside of his or her roles as student
conduct administrators which may contribute to the individual’s compassion satisfaction and
compassion fatigue.
As this study explored personal experiences with possible traumatization, individuals
may have experience discomfort with a survey question. As a result, participants may have
responded with answer which differs from their personal experience. Additionally, a
participant’s interpretation of the study questions may impact the participant’s answers. As a
result, the personal interpretation of the survey instrument may be a limitation of the data
collection. To help mitigate this limitation, clear instruction was provided as a part of the survey
instrument. Additionally, the survey instrument language has been selected to provide clarity to
the participant.
Summary
Chapter 3 outlined the research method selected to conduct data collection for the
purpose of studying compassion satisfaction, secondary traumatic stress, and burnout among
student conduct administrators. The rationale for the quantitative research design utilizing an
online survey method has been discussed. To gain access to the intended sample, the sample
population and method of acquiring access to the Association for Student Conduct
Administration membership was included and outlined. Lastly, the research questions identified
are supported by the decision to utilize an online survey method, the data collection method, and
the data analysis method.
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CHAPTER 4
DATA ANALYSIS

This quantitative research study was designed to explore the levels of compassion
satisfaction and compassion fatigue among student conduct and behavior intervention
administrators at institutions of higher education in the United States of America. Chapters 1 and
2 provided the foundational purpose and overview of the current literature regarding compassion
satisfaction, compassion fatigue, as well as a historical overview of student conduct
administration. As previously discussed in Chapter 3, an online survey methodology was
selected to facilitate data collection. The survey included the Professional Quality of Life Scale
(ProQOL 5), which measures compassion satisfaction, secondary traumatic stress, and burnout,
and participant demographic information. Information was collected from members of the
Association for Student Conduct Administration (ASCA) in November and December of 2015.
The purpose of this chapter is to present the data analyses completed for this study.
Demographic information analyses as well as information regarding the sample and data
collection process are included as a part of this chapter. Additionally, this chapter will review the
data analysis process and results for the five research questions established and discussed in
Chapters 1 and 3.
Sample Description
Members of the Association for Student Conduct Administration (ASCA) were invited to
participate in this study as a part of the convenience sample. As previously discussed in Chapter
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3, the Central Office for ASCA was responsible for disseminating the invitation to participate in
the study through e-mail using the Constant Contact e-mail system. The researcher did not have
access to the e-mail participant list, thus ensuring the anonymity of study participants. The
invitation to participate was sent to 2,551 ASCA members in November and December of 2015
(J. Waller, Personal Communication, December 8, 2015). One hundred fifty-eight individual email addresses bounced back the e-mail invitation as the e-mail was unable to be delivered to the
e-mail address listed. As a result, the sample size was adjusted to 2,413 possible participants.
Based on the size of the population, the sample size necessary to conduct the study was 331
participants (Krejcie & Morgan, 1970).
Of those 2,413 individuals, 475 individuals began the online survey, an initial response
rate of 19.68%. Thirty participants completing the survey were excluded from participation as
they did not work in a full-time role at an institution of higher education in the United States of
America. Thirty-four individuals started but did not complete the survey. Four hundred eleven
people individually completed the online survey. An additional 30 participants were excluded
from the data analysis for incomplete completion of the ProQOL section of the instrument. As
previously discussed in Chapter 3, any study participant who does not fully complete the
ProQOL section would be excluded from the study as the CS, STS, or BO scales would not be
able to be computed. The sample size for participants included in the study is 381 respondents
(N=381), a 15.79% final response rate.
Gender
Of the 381 participants, 58.4% identified as female (N=222). One hundred fifty-five
individuals who identify as male completed the survey for 40.8% of the sample. Three
individuals indicated that they chose not to respond to the gender demographic question and one
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participant did not provide an answer. There were no participants who indicated they were
transgender as a part of this study. The demographic breakdown of gender can be found in Table
2.
Table 2: Gender Description for Study Sample
Gender
Valid

Frequency (n)

Percent

Valid Percent

Cumulative Percent

Male

155

40.7

40.8

40.8

Female

222

58.3

58.4

99.2

Transgender

0

0

0

99.2

Prefer not to

3

.8

.8

100.0

380

99.7

100.0

1

.3

381

100.0

respond
Total
Missing
Total
N=381

Age
Participants in this study ranged in age from 18 to 65 years or older and were arranged in
age brackets. The sample participants most represented in this study are in the 30-34 age bracket
comprising 26.8% of the total sample size. The age brackets least represented in the same are at
the low and high ends of the age brackets with 18-24 year olds comprising 2.4% of the sample
and the combined age brackets of 60-64 and 65+ comprising 2.9% of the sample. A description
of the age of the study sample can be found in Table 3.
Highest Educational Degree Attainment
Three hundred eighty study participants provided information regarding the highest
educational degree attained at the time of the study. Seventy-four and five tenths percent of those
participants responding to the degree attainment question have a master’s degree (n=283).
Additionally, 83 individuals reported having either a professional degree or a doctorate at the
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time of the study, comprising 4.7% and 17.1% respectively. A description of the highest
educational degree attained for the study sample can be found in Table 4.

Table 3: Age Description of the Study Sample
Age Brackets in Years

Frequency (n)

Percent

Valid Percent

Cumulative Percent

18-24

9

2.4

2.4

2.4

25-29

55

14.4

14.4

16.8

30-34

102

26.8

26.8

43.6

35-39

64

16.8

16.8

60.4

40-44

56

14.7

14.7

75.1

45-49

37

9.7

9.7

84.8

50-54

25

6.6

6.6

91.3

55-59

22

5.8

5.8

97.1

60-64

8

2.1

2.1

99.2

65+

3

.8

.8

100.0

381

100.0

100.0

Total
N=381

Table 4: Highest Educational Degree Attainment Description of the Study Sample
Educational Degree

Frequency (n)

Percent

Valid Percent

Cumulative Percent

Associate’s

1

.3

.3

.3

Bachelor’s

13

3.4

3.4

3.7

283

74.3

74.5

78.2

Professional

18

4.7

4.7

82.9

Doctorate

65

17.1

17.1

100.0

380

99.7

100.0

1

.3

381

100.0

Master’s

Total
Missing
Total
N=381

Institutional Type
Three hundred seventy-six study participants indicated that they worked at either two
year or four year institutions of higher education within the United States of America,
representing 98.7% of the study sample. Individuals who work at either two year or four year
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public institutions comprised 59.6% of the study sample (n=227), with 9.2% working at two year
public institutions (n=35) and 50.4% working at four year public institutions (n=192). One
hundred forty-two study participants currently work at four year private non-profit institutions.
Additionally, seven individuals indicated working at four year for profit institutions and five
individuals indicated working at an institutional or organizational types not listed. A description
of the institutional types for the study sample can be found in Table 5.
Table 5: Institutional Type Description of the Study Sample
Institution Type

Frequency (n)

2 Year Public

35

2 Year Private Non-Profit
2 Year Private For-Profit

Percent

Valid Percent

Cumulative Percent

9.2

9.2

9.2

0

0

0

9.2

0

0

0

9.2

4 Year Public

192

50.4

50.4

59.6

4 Year Private Non-Profit

142

37.3

37.3

96.9

4 Year Private For-Profit

7

1.8

1.8

98.7

Other

5

1.3

1.3

100.0

Total

381

100.0

100.0

N=381

Position Responsibilities
As a part of the survey, individuals were asked to indicate their responsibility for the
investigation, management, facilitation or participation of the following job function areas
traditionally included in student conduct and behavior intervention administration: student
conduct process, academic integrity, student organization conduct, Title IX related incidents,
alternative dispute resolution, and behavior intervention/threat assessment teams. Ninety-six and
one tenth percent of the study participants indicated having investigation or management
responsibilities related to the student conduct process at their institution (n=366). Individuals
with responsibilities related to student organization conduct and Title IX related incidents
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comprised 75.3% and 75.1% of the sample for the study respectively. Table 6 outlines a
description for the study sample’s position responsibilities.
Table 6: Position Responsibilities Description of the Study Sample
Job Responsibilities

Frequency (n)

Investigation or Management of Student Conduct Process

Percent

Yes

366

96.1

No

15

3.9

Yes

153

40.2

No

228

59.8

Investigation or Management of Student Organization Conduct

Yes

287

75.3

Process

No

94

24.7

Investigation or Management of the Institutional Process for Title

Yes

286

75.1

IX Related Incidents

No

95

24.9

Facilitation or Management of an Alternative Dispute Resolution

Yes

133

34.9

Program

No

248

65.1

Participation in or Management of a Behavior Intervention/Threat

Yes

287

75.3

No

94

24.7

Investigation or Management of Academic Integrity Process

Assessment Team
N=381

Position Type
As a part of the survey, participants were asked to indicate the position title which most
closely related to their current position. Student Conduct administrators made up the majority of
the individuals participating in this study comprising 55.6% (n=212). Table 7 outlines the study
sample description by participant indicated position type.
Years of Experience in Student Affairs
Student affairs professionals with responsibilities in student conduct and behavior
intervention administration have a diversity in years of experience. For this study, 70.3% of
respondents had 0-15 years of professional student affairs experience (n=268). Professionals with
6-10 years of professional student affairs experience were the most represented within the
sample (n=114). More information regarding the years of student affairs experience for the study
sample can be found in Table 8.
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Table 7: Position Type Description of the Study Sample
Frequency
Position

(n)

Student Conduct Administrator

Percent

Valid

Cumulative

Percent

Percent

212

55.6

55.6

55.6

3

.8

.8

56.4

58

15.2

15.2

71.7

2

.5

.5

72.2

12

3.1

3.1

75.3

Alternative Dispute Resolution Administrator

1

.3

.3

75.6

Behavior Intervention/Threat Assessment

3

.8

.8

76.4

Senior Student Affairs Officer

60

15.7

15.7

92.1

Administrator in a department not listed above

29

7.6

7.6

99.7

1

.3

.3

100.0

381

100.0

100.0

Student Organizational Conduct
Administrator
Housing and Residence Life Administrator
Academic Integrity Administrator
Title IX Coordinator/Deputy
Coordinator/Investigator

Administrator

in Student Affairs
Administrator in a department not listed above
outside of Student Affairs
Total
N=381

Table 8: Student Affairs Years of Experience Description of the Study Sample
Years of Experience

Frequency (n)

Percent

Valid Percent

Cumulative Percent

0-5

81

21.3

21.3

21.3

6-10

114

29.9

29.9

51.2

11-15

73

19.2

19.2

70.3

16-20

55

14.4

14.4

84.8

21-25

26

6.8

6.8

91.6

26-30

15

3.9

3.9

95.5

More than 30 years

17

4.5

4.5

100.0

381

100.0

100.0

Total
N=381

Years of Experience in Student Conduct and Behavior Intervention
While the previous section outlined the years of student affairs experience of the study
participants, not all individuals have spent their entire career working in student conduct and
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behavior intervention. 89% of the study sample have worked in student conduct and behavior
intervention between 0 and 20 years. Similar to the years of student affairs experience,
individuals with 6-10 years of student conduct and behavior intervention had the largest
representation within the study (n=125). Included in Table 9 is information regarding the years
of experience individuals have working in student conduct and behavior intervention.

Table 9: Student Conduct and Behavior Intervention Years of Experience Description of
the Study Sample
Years of Experience

Frequency (n)

Percent

Valid Percent

Cumulative Percent

0-5

109

28.6

28.6

28.6

6-10

125

32.8

32.8

61.4

11-15

74

19.4

19.4

80.8

16-20

31

8.1

8.1

89.0

21-25

24

6.3

6.3

95.3

26-30

13

3.4

3.4

98.7

5

1.3

1.3

100.0

381

100.0

100.0

More than 30 years
Total
N=381

Years of Service at Current Institution
A majority of the study sample has been at their current institution between 0 and 5 years.
More information regarding the years of service can be found in Table 10.
On-Call Responsibilities
As a part of many student affairs and behavior intervention professional positions, people
may be asked to serve in an on-call capacity to respond to situations after traditional business
hours. As described in Table 11, 53.3% of the study sample serves in an on-call capacity as a
part of their professional role. No information was collected from the sample regarding the
frequency of on-call job responsibilities.
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Table 10: Years of Service at Current Institution of the Study Sample
Years of Service

Frequency (n)

Percent

Valid Percent

Cumulative Percent

0-5

226

59.3

59.3

59.3

6-10

81

21.3

21.3

80.6

11-15

33

8.7

8.7

89.2

16-20

24

6.3

6.3

95.5

21-25

9

2.4

2.4

97.9

26-30

5

1.3

1.3

99.2

More than 30 years

3

.8

.8

100.0

381

100.0

100.0

Total
N=381

Table 11: On-Call Responsibilities Description of the Study Sample
On-Call Responsibilities

Frequency (n)

Percent

Valid Percent

Cumulative Percent

Yes

203

53.3

53.3

53.3

No

178

46.7

46.7

100.0

Total

381

100.0

100.0

N=381

Hours of Addressing Student Conduct and Behavior Intervention and Direct Student Contact
As student conduct and behavior intervention work may often be incorporated as an
aspect of an individual’s position, the amount of time per week spent addressing student conduct
and behavior intervention related tasks or management. The mean range of time per week spent
addressing student conduct and behavior intervention responsibilities was 20-29 hours per week.
Additionally, participants provided information regarding the number of hours of direct student
contact they engaged in during a week. The mean range of hours of direct student contact was
10-19 hours per week. Information regarding the study sample’s time addressing student conduct
and behavior intervention and the hours of direct student contact can be found in Tables 12 and
13 respectively.
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Table 12: Hours of Student Conduct Management Description of the Study Sample
Hours per week
Valid

Percent

Valid Percent

Cumulative Percent

0-9

47

12.3

12.4

12.4

10-19

74

19.4

19.6

32.0

20-29

97

25.5

25.7

57.7

30-39

82

21.5

21.7

79.4

40-49

45

11.8

11.9

91.3

50 or more

33

8.7

8.7

100.0

378

99.2

100.0

3

.8

381

100.0

Total
Missing

Frequency (n)

System

Total
N=381

Table 13: Direct Student Contact Hours Description of the Study Sample
Hours per week
Valid

0-9

Total

Percent

Valid Percent

Cumulative Percent

76

19.9

20.0

20.0

10-19

130

34.1

34.2

54.2

20-29

109

28.6

28.7

82.9

30-39

39

10.2

10.3

93.2

40-49

16

4.2

4.2

97.4

50 or more

10

2.6

2.6

100.0

380

99.7

100.0

1

.3

381

100.0

Total
Missing

Frequency (n)

System

N=381

Reliability
In order to test the Pro-QOL 5’s reliability within the study sample, a Cronbach’s Alpha
was computed for each of the measured scales. A Cronbach’s Alpha was computed to ensure the
questions within the ProQOL measure the same concept and as a result are interrelated.
According to Tavakol and Dennick (2011), a Cronbach’s alpha should be completed prior to
other data analyses to ensure validity. The study survey included three scales in the ProQOL

84

consisting of 10 questions each to measure three distinct constructs: Compassion satisfaction,
burnout, and secondary traumatic stress. All three scales indicated a high level of internal
consistency. Compassion satisfaction had the highest level of internal consistency with a
Cronbach’s Alpha of 0.889. Burnout (α=0.813) and compassion fatigue (α=0.803) also exhibited
high levels of internal consistency.
With regard to the inter-score correlations, four questions (15, 18, 41, and 42) had a
Pearson correlation coefficient of under 0.3. A Pearson correlation coefficient between ±0.21 and
±0.35 is considered a weak correlation (Prion, 2014). One question (42) was associated with the
burnout scale and three questions (15, 18, and 41) were associated with the secondary traumatic
stress scale. For the purpose of this study, all four questions (15, 18, 41, and 42) remained as a
part of the analysis to ensure the integrity of the scales.
Descriptive Statistics
The primary instrument utilized to measure the levels of compassion satisfaction,
compassion fatigue and burnout was the ProQOL 5. Three distinct scales of measurement were
evaluated utilizing the raw scores for each scale. 10 questions are associated with each scale,
thus resulting in a minimum score of 10 and a maximum score of 50 for the raw scores. The
range and the mean of the three scales can be seen in Table 14. The raw means for the
compassion satisfaction, compassion fatigue, and burnout scales were 38.3360, 31.2861, and
22.1496 respectively (n=381).
Table 14: Descriptive Statistics for ProQOL 5 Raw Scores
ProQOL Scale

N

Minimum

Maximum

Mean

Std. Deviation

CS

381

21.00

50.00

38.3360

5.32052

BO

381

21.00

40.00

31.2861

3.19120

STS

381

11.00

42.00

22.1496

5.33767

N=381
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The study sample was also tested for normality of the distribution. The compassion
satisfaction scores were normally distributed with a skewness of -0.169 (Standard Error=0.125)
and a kurtosis of -0.154 (Standard Error=0.249). The burnout scores were also normally
distributed with a skewness of 0.0 (Standard Error=0.125) and a kurtosis of -0.092 (Standard
Error=0.249). However, the secondary traumatic stress scores were not normally distributed with
a skewness of 0.698 (Standard Error = 0.125) and a kurtosis of 0.830 (Standard Error= 0.249).
According to Bishara & Hittner (2012), when evaluating the relationship between values where
there is a non-parametric distribution, a Spearman Rank-Order Correlation should be considered.
Due to the non-normality of the secondary traumatic stress scale, a Spearman’s correlation (ρ)
was used to compute all correlations for this study.
As described in the ProQOL 5 Manual, the raw scores of the ProQOL 5 should be
converted into t-scores to create a standardized score across the three scales (Stamm, 2010b). In
order to compute the t-score, a z-score was computed utilizing the raw data. After the creation of
the z-score, the z-score for each scale was multiplied by 10 and 50 was added. As a result, the tscores for compassion satisfaction, burnout, and secondary traumatic stress all now had a
standard deviation of 10 and a mean of 50. More information about the descriptive statistics of
the standardized scores for CS, BO, and STS can be found in Table 15.
Table 15: Descriptive Statistics for ProQOL 5 Standardized Scores
Standardized Scores

N

Minimum

Maximum

Mean

Std. Deviation

tCS

381

17.42

71.92

50.0000

10.00000

tBO

381

17.77

77.31

50.0000

10.00000

tSTS

381

29.11

87.19

50.0000

10.00000

All scores are based on adjusted t-score values. N=381.

Each of the three scales can be divided into three distinct categories. The three categories
relate to the level of compassion satisfaction, burnout or secondary traumatic stress the
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individual expressed as low, average or high. The low level for all three scales incorporates all
scores of 43 or below for each scale and comprise the first quartile. The range of scores for the
average score is between 44 and 56. All scores of 57 or above would be considered high levels of
the scale in question and represent the fourth quartile. In comparison to the standardized average
quartiles, participants in this study exhibited higher than average compassion satisfaction scores
(54.8%), lower burnout scores (28.6%), and slightly lower secondary traumatic stress scores
(23.9%). The frequency distribution of the standardized scores based on level can be found in
Table 16.
Table 16: Frequency Distribution of ProQOL 5 Adjusted Score Ranges
Standardized Scores

Level

Frequency (n)

Percent

Cumulative Percent

tCS

Low

91

23.9

23.9

Average

209

54.8

78.9

High

81

21.3

100.0

Low

109

28.6

28.6

Average

177

46.5

75.1

High

95

24.9

100.0

Low

96

25.2

25.2

Average

194

50.9

76.1

High

91

23.9

100.0

tBO

tSTS

All scores are based on adjusted t-score values. N=381.

Data Analysis
Research Question 1
The first research question for this study was: What is the relationship among student
conduct professionals’ compassion satisfaction, burnout, and secondary traumatic stress? In
order to address the research question, a Spearman correlation was completed to explore the
correlation between the scales of the ProQOL 5. Two significant correlational relationships were
identified as a part of the study. A moderate positive correlation exists between the burnout and
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secondary traumatic stress scales (ρ =0.535, p<.0005). Additionally, a small negative correlation
exists between the compassion satisfaction and secondary traumatic stress scales (ρ =-0.235,
p<.0005). There was not a correlation between the compassion satisfaction and burnout scales
for this sample. Table 17 contains information regarding the correlational analysis of the
relationship among student conduct professionals’ ProQOL 5 scores.
Table 17: Spearman’s Correlation for the ProQOL 5
tCS
Spearman's rho

tCS

tSTS

1.000

.005

-.235**

.

.918

.000

N

381

381

381

Correlation Coefficient

.005

1.000

.535**

Sig. (2-tailed)

.918

.

.000

N

381

381

381

**

**

1.000

Correlation Coefficient
Sig. (2-tailed)

tBO

tBO

tST

Correlation Coefficient

-.235

.535

S

Sig. (2-tailed)

.000

.000

.

N

381

381

381

**. Correlation is significant at the 0.01 level (2-tailed). N=381

Research Question 2
The second research question identified for this study focused on the relationship
between the years of experience of the professional and his or her compassion satisfaction and
compassion fatigue scores. The established research question was: What is the relationship
between student conduct professionals’ years of experience and compassion satisfaction,
burnout, and secondary traumatic stress? Two data sets were collected to evaluate the
relationship variable of years of experience: years of full-time professional student affairs
experience and years of full-time student conduct or behavior intervention experience. For all
calculations, the adjusted t-score values for CS, BO, and STS were used. A one-way ANOVA
was used for each data set to explore the relationship between the dependent variables of CS,
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BO, and STS and the independent variable of years of experience for both student affairs and
student conduct or behavior intervention experience. Additionally, a linear regression analysis
was conducted for each scale and variable independently. These data analyses are presented next.
Student Affairs Experience.
All 381 study participants provided information regarding their years of experience in
student affairs as seen in Table 18. Individuals with between six to ten years of student affairs
experience had the highest representation with 114 professionals (29.9%). Over half of the study
participants have less than ten years of full time student affairs experience.
Table 18: Frequency Table by Years of Student Affairs Experience
Years of Full Time Student Affairs Experience

Frequency (n)

Percentage

Cumulative Percent

0-5

81

21.3

21.3

6-10

114

29.9

51.2

11-15

73

19.2

70.4

16-20

55

14.4

84.8

21-25

26

6.8

91.6

26-30

15

3.9

95.5

More than 30 years

17

4.5

100.0

Total

381

N=381

For each age group, the adjusted ProQOL scores were computed to evaluate the levels of
compassion satisfaction, burnout, and secondary traumatic stress. For compassion satisfaction,
professionals with 0-5, 26-30, and 30 or more years of experience expressed higher scores than
the standardized average with means of 51.5961, 53.8794, and 52.0220 respectively (n0-5=81, n2630=15,

n30+=17). Individuals with 26-30 years of student affairs experience expressed the lowest

burnout scores of the groups with a mean of 46.5966 (n=15). Lastly, professionals with 26-30 or
more than 30 years of experience expressed lower scores on the secondary traumatic stress
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measure with means of 46.226 and 47.4054 respectively (n26-30=15, n30+=17). More information
about the means for the sample can be found in Table 19.
Table 19: Means of ProQOL 5 Scales by Years of Student Affairs Experience
Years of Student Affairs Experience
0-5

tCS

Mean

49.2583

49.9048

81

81

81

Std. Deviation

9.72598

10.60236

10.44203

Mean

49.2202

50.6153

50.9687

114

114

114

Std. Deviation

9.64594

10.33210

10.15088

Mean

49.5745

49.7903

49.6427

73

73

73

10.25903

10.18423

10.32510

48.3775

50.3000

49.9922

55

55

55

10.80823

9.60165

9.48748

49.5131

51.0319

50.9447

26

26

26

11.13744

9.25674

9.88432

53.8794

46.5966

46.2226

15

15

15

Std. Deviation

7.23762

7.60232

7.97578

Mean

52.0220

50.7625

47.4054

17

17

17

Std. Deviation

9.56199

8.80191

8.99780

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

N
11-15

N
Std. Deviation
16-20

Mean
N
Std. Deviation

21-25

Mean
N
Std. Deviation

26-30

Mean
N

More than 30 years

N
Total

tSTS

51.5961

N
6-10

tBO

N
Std. Deviation
N=381

A one-way ANOVA was computed to explore the relationship between years of student
affairs experience and the compassion satisfaction and compassion fatigue scales. Study
participants were grouped by range of years of experience. Based on Levene's test for equality of
variances, there was homogeneity of variance for all three scales (pcs=0.269; pbo=0.437;
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psts=0.919). There were no statistically significant differences between years of student affairs
experience and compassion satisfaction (F(6, 374) =1.230, p=0.290), burnout (F(6, 374) =0.508,
p=.802), and secondary traumatic stress (F(6, 374) =0.778, p=0.587).
The linear regression for years of student affairs experience and each of the ProQOL
scales also proved not to be statistically significant. The proportion of the variance (R2) was
0.000 for compassion satisfaction and compassion fatigue and 0.004 for secondary traumatic
stress. No statistically significant predictions could be inferred for compassion satisfaction (F(1,
379) =0.008, p=0.930), burnout (F(1, 379) =0.004, p=0.952), or secondary traumatic stress (F(1,
379) =1.551, p=0.214) through the years of professional student affairs experience. The linear
regression model for all three scales has no predictive value when considering years of full time
student affairs experience with significance levels of p>0.05 (pcs=0.930, pbo=0.952, psts=0.214).
Table 20: ANOVA ProQOL Scores and Years of Student Affairs Experience
Sum of

Df

Squares
tCS * Years of

Between Groups

Student Affairs

(Combined)

Mean

6

122.516

Within Groups

37264.906

374

99.639

Experience

Total

38000.000

380

tBO * Years of

Between Groups

307.204

6

51.201

Student Affairs

Within Groups

37692.796

374

100.783

Experience

Total

38000.000

380

tSTS * Years of

Between Groups

468.712

6

78.119

Student Affairs

Within Groups

37531.288

374

100.351

Experience

Total

38000.000

380

(Combined)

Sig.

1.230

.290

.508

.802

.778

.587

Square

735.094

(Combined)

F

N=381

As confirmed by the ANOVA and linear regression coefficients, there is no statistical
significance between the years of professional student affairs experience, compassion
satisfaction, or compassion fatigue. Table 20 provides the one-way ANOVA outputs and Table
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21 provides the coefficients for the ProQOL adjusted scales and years of student affairs
experience.
Table 21: Regression Coefficients for Years of Student Affairs Experience
Model
tCS

(Constant)
Years of Full Time Student

B

Std. Error

49.920

1.041

.028

.317

49.946

1.041

.019

.317

51.125

1.038

-.394

.317

β

t

.005

Sig.

47.975

.000

.088

.930

48.000

.000

.060

.952

49.233

.000

-1.245

.214

Affairs Experience
tBO

(Constant)
Years of Full Time Student

.003

Affairs Experience
tSTS

(Constant)
Years of Full Time Student

-.064

Affairs Experience
N=381

Similar to the years of student affairs experience, the sample group most represented in
the study has between six and ten years of full-time student conduct or behavior intervention
experience. 61.4% of the sample has zero to ten years of experience in student conduct or
behavior intervention (n=125) with individuals with 30 or more years of experience comprising
the smallest sample group (n=5). More information regarding the frequency distribution in
relation to years of student conduct or behavior intervention experience is located in Table 22.
Table 22: Frequency Table by Years of Student Conduct and Behavior Intervention
Experience
Years of Full Time Student Affairs Experience

Frequency (n)

Percentage

Cumulative Percent

0-5

109

28.6

28.6

6-10

125

32.8

61.4

11-15

74

19.4

80.8

16-20

31

8.1

88.9

21-25

24

6.3

95.2

26-30

13

3.4

98.6

More than 30 years

5

1.3

100.0

N=381
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Student Conduct and Behavior Intervention Experience.
Study participants were asked to indicate the range of experience working full-time in
student conduct or behavior intervention professionally. The means and standard deviations for
each year range bracket’s compassion satisfaction, compassion fatigue, and secondary traumatic
stress scores were computed utilizing the standardized t-scores for each scale. The compassion
satisfaction scale when compared with years of experience displayed a range of 1.5638 points
between the highest scoring bracket, individuals with more than 30 years of student conduct and
behavior intervention experience (x̅=51.2481, n=5), and the lowest scoring age bracket, six to ten
years of student conduct and behavior intervention experience (x̅=49.6843, n=125). Additionally,
the adjusted average burnout score for individuals with 30 or more years of student conduct and
behavior intervention experience was 44.0897 (n=5). Lastly, individuals with 16 to 20 years of
experience as well as those with over 30 years of experience expressed a low level of secondary
traumatic stress on the associated scale with a reported mean of 41.8511 (n=5). All of the
compassion satisfaction, burnout, and secondary traumatic stress averages based on the years of
student conduct and behavior intervention can be found in Table 23.
A one-way ANOVA was conducted for each of the compassion satisfaction and
compassion fatigue scales and the years of student conduct and behavior intervention experience
to explore the relationship between the variables. The years of student conduct and behavior
intervention experience were grouped into seven distinct year ranges (0-5, 6-10, 11-15, 16-20,
21-25, 26-30, and more than 30). Levene's test for equality of variances was computed and
supports the homogeneity of variance for all three scales (pcs=0.350; pbo=0.202; psts=0.291).
Similar to the years of student affairs experience, there were no statistically significant
differences between years of student conduct and behavior intervention experience and
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compassion satisfaction (F(6, 374) =0.129, p=0.993), burnout (F(6, 374) =0.567, p=.757), and
secondary traumatic stress (F(6, 374) =1.511, p=0.173). Based on the one-way ANOVA
conducted for the study sample, there was not a statistically significant relationship satisfaction,
burnout, or secondary traumatic stress. Table 24 contains the one-way ANOVA results for the
years of student conduct and behavior intervention experience.
Table 23: Means of ProQOL 5 Scales by Years of Student Conduct and Behavior
Intervention Experience
Years of Student Conduct Experience
0-5

tCS

Mean

50.5409

50.6650

109

109

109

10.32106

10.69938

10.60296

49.6843

49.8054

50.4841

125

125

125

Std. Deviation

9.62740

10.41485

10.37420

Mean

50.3591

50.0775

49.8210

74

74

74

10.08666

9.18996

9.99991

49.7323

48.4970

46.2145

31

31

31

11.72171

8.98861

7.34795

51.1698

51.5843

50.8126

24

24

24

10.31658

9.37718

9.24302

50.8143

49.8266

51.4491

13

13

13

Std. Deviation

7.97979

10.00421

7.11188

Mean

51.2481

44.0897

41.8511

5

5

5

Std. Deviation

6.37375

2.80280

5.52596

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Std. Deviation
Mean
N
11-15

N
Std. Deviation
16-20

Mean
N
Std. Deviation

21-25

Mean
N
Std. Deviation

26-30

Mean
N

More than 30 years

N
Total

tSTS

49.7824

N
6-10

tBO

N
Std. Deviation
N=381
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Table 24: ANOVA ProQOL 5 Scores and Years of Student Conduct and Behavior
Intervention Experience
Sum of

Df

Squares
tCS * Years of

Between Groups

Student Conduct

(Combined)

Mean

6

13.105

Within Groups

37921.368

374

101.394

Experience

Total

38000.000

380

tBO * Years of

Between Groups

342.389

6

57.065

Student Conduct

Within Groups

37657.611

374

100.689

Experience

Total

38000.000

380

tSTS * Years of

Between Groups

899.271

6

149.878

Student Conduct

Within Groups

37100.729

374

99.200

Experience

Total

38000.000

380

(Combined)

Sig.

.129

.993

.567

.757

1.511

.173

Square

78.632

(Combined)

F

N=381

In this study, a linear regression confirmed years of student conduct experience could not
explain predict compassion satisfaction. Years of student conduct and behavior intervention
experience and (F(1, 379) =0.473, p=0.492), compassion fatigue (F(1, 379) =0.461, p=0.498),
and burnout (F(1, 379) =1.971, p=0.161) failed to display any statistically significant prediction.
The proportion variance established that years of experience in student conduct or behavior
intervention could not predict compassion satisfaction (R2=.005), burnout (R2=.001) or
secondary traumatic stress (R2=.005). Table 25 contains the coefficients for the ProQOL 5 scores
for the years of student conduct behavior intervention experience.
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Table 25: Coefficients for Years of Student Conduct and Behavior Intervention Experience
Model
tCS

(Constant)
Years of Full Time Student

B

Std. Error

49.392

1.023

.247

.360

50.601

1.023

-.244

.360

51.240

1.021

-.504

.359

β
.035

t

Sig.

48.286

.000

.687

.492

49.468

.000

-.679

.498

50.192

.000

-1.404

.161

Conduct and Behavior
Intervention Experience
tBO

(Constant)
Years of Full Time Student

-.035

Conduct and Behavior
Intervention Experience
tSTS

(Constant)
Years of Full Time Student

-.072

Conduct and Behavior
Intervention Experience
N=381

Research Question 3
The third question explored for this study was: What is the relationship between student
conduct professionals’ responsibility areas and compassion satisfaction, burnout, and secondary
traumatic stress? Seven different responsibility areas were identified and included as a part of the
survey instrument. The study participants were asked to indicate if they had job responsibilities
related to each of the following function areas: student conduct, academic integrity, student
organization conduct, Title IX, alternative dispute resolution, and behavior intervention and
threat assessment. Additionally, persons completing the survey were asked to select which job
title most closely resembled their current position.
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Student Conduct Administration Responsibilities.
96% of the individuals participating in this study indicated they have job responsibilities
which include the investigation of or administration for the student conduct process on their
campuses (n=366). Only 15 individuals indicated that they did not have responsibilities in
student conduct administration, comprising 4% of the sample. The means of ProQOL 5 scores
for all of the scales were lower for individuals who have job responsibilities related to student
conduct than those who do not have student conduct job responsibilities. While those reporting
having student conduct responsibilities had a lower average of compassion satisfaction, they also
exhibited lower than average levels of burnout and secondary traumatic stress. More information
regarding the compassion satisfaction and compassion fatigue scores when considering student
conduct job responsibilities can be found in Table 26.
Table 26: Means of ProQOL 5 Scores based on Student Conduct Job Responsibilities
Student Conduct Job Responsibilities
Yes

tCS

Mean

49.9854

49.8579

366

366

366

10.03877

9.97435

10.01052

50.3710

50.3570

53.4667

15

15

15

Std. Deviation

9.31307

10.97087

9.39411

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Std. Deviation
Mean
N
Total

tSTS

49.9848

N
No

tBO

N
Std. Deviation
N=381

A one-way ANOVA and a linear regression was calculated based on whether or not a
participant had student conduct job responsibilities and their ProQOL scores. Levene's test for
equality of variances indicated homogeneity of variance for all three scales (pcs=0.747;
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pbo=0.573; psts=0.989). For all three scales, the analysis was not statistically significant for
compassion satisfaction (F(1,379)=0.021, p=0.884), burnout (F(1,379)=0.020, p=0.888), and
secondary traumatic stress (F(1,379)=1.881, p=0.171). Table 27 reveals the results of the oneway ANOVA for these data.
Table 27: ANOVA ProQOL 5 Scores based on Student Conduct Job Responsibilities
Sum of Squares
tCS

Between Groups

tBO

Mean Square

2.149

1

2.149

Within Groups

37997.851

379

100.258

Total

38000.000

380

1.990

1

1.990

Within Groups

37998.010

379

100.259

Total

38000.000

380

187.655

1

187.655

Within Groups

37812.345

379

99.769

Total

38000.000

380

Between Groups

tSTS

Df

Between Groups

F

Sig.

.021

.884

.020

.888

1.881

.171

N=381

A regression analysis was also completed to explore the predictability of student conduct
job responsibilities on the three ProQOL scales. The R2 value for all three scales did not meet the
proportion of variance levels to support predictability with R2 values for compassion satisfaction
and burnout measuring 0.000 and secondary traumatic stress measuring at 0.004. Student
Conduct job responsibilities did not prove to be statistically significant for predicting compassion
satisfaction (F(1,379)=0.021, p=0.884), burnout (F(1,379)=0.020, p=0.888), and secondary
traumatic stress (F(1,379)=1.881, p=0.171). A table of the linear regression coefficients for
student conduct job responsibilities can be found in Table 28.
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Table 28: Coefficients based on Student Conduct Job Responsibilities
Model
tCS

(Constant)
Student Conduct Job
Responsibilities

tBO

(Constant)
Student Conduct Job
Responsibilities

tSTS

(Constant)
Student Conduct Job
Responsibilities

B

Std. Error

49.599

2.789

.386

2.638

49.614

2.789

.372

2.638

46.249

2.782

3.609

2.631

β

t
17.782

.008

.007

.070

.146

Sig.
.000
.884

17.788

.000

.141

.888

16.622

.000

1.371

.171

N=381

Academic Integrity Job Responsibilities.
153 study members indicated having job responsibilities related to the investigation or
administration of Academic Integrity related cases comprising 40.2% of the sample (n=381). The
remaining 59.8% of participants indicated not having any job responsibilities related to academic
integrity on their campuses. Both groups indicated scores on the ProQOL scales close to the
standardized average score of 50. Individuals who adjudicate or manage academic integrity
related job responsibilities indicated slightly higher levels of compassion satisfaction with an
average score of 51.6412 than those individuals who do not have academic integrity job
responsibilities with a score of 48.8987. Table 29 contains more information regarding the scores
and sample size based on academic integrity job responsibilities.
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Table 29: Means of ProQOL 5 Scores based on Academic Integrity Job Responsibilities
Academic Integrity Job Responsibilities
Yes

tCS

Mean

50.1071

49.6462

153

153

153

10.04002

9.28785

10.56936

48.8987

49.9281

50.2374

228

228

228

Std. Deviation

9.84225

10.47020

9.61548

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Std. Deviation
Mean
N
Total

tSTS

51.6412

N
No

tBO

N
Std. Deviation
N=381

In order to evaluate the statistical significance of the academic integrity job
responsibilities with the scales for compassion satisfaction and compassion fatigue, a one-way
ANOVA was computed. Levene's test indicated an equality of variance for all three of the
ProQOL scores with values of p=0.776 for compassion satisfaction, p=0.231 for burnout, and
p=0.430 for secondary traumatic stress. Compassion satisfaction was statistically significant
between academic integrity job responsibilities with F(1, 379)=6.995, p=0.009. There was no
statistical significance difference for academic integrity when considering the burnout
(F(1,379)=0.029, p=0.864) and compassion fatigue (F(1,379)=0.319, p=0.572) scales. More
information regarding the one-way ANOVA analyses can be found in Table 30.
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Table 30: ANOVA ProQOL 5 Scores based on Academic Integrity Job Responsibilities
Sum of

df

Mean

Squares
tCS * Academic

Between Groups

Integrity Job

(Combined)

1

688.643

Within Groups

37311.357

379

98.447

Responsibilities

Total

38000.000

380

tBO * Academic

Between Groups

2.932

1

2.932

Integrity Job

Within Groups

37997.068

379

100.256

Responsibilities

Total

38000.000

380

tSTS *

Between Groups

31.995

1

31.995

Academic

Within Groups

37968.005

379

100.179

Integrity Job

Total

38000.000

380

(Combined)

Sig.

6.995

.009

.029

.864

.319

.572

Square

688.643

(Combined)

F

Responsibilities
N=381

A linear regression analysis was also conducted for the data collected regarding academic
integrity to determine if predictability existed for the ProQOL 5 variables. A significant negative
regression equation was found for the compassion satisfaction scale (F(1, 379)=6.995, p=0.009,
R2=0.018). Neither the burnout scale (F(1,379)=0.029, p=0.864, R2=.000) nor the secondary
traumatic stress scale (F(1,379)=0.319, p=0.572, R2=.001) exhibited a statistically significant
prediction based on academic integrity job responsibilities. Table 31 contains data regarding the
regression coefficients based on academic integrity job responsibilities.
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Table 31: Coefficients based on Academic Integrity Job Responsibilities
Model
tCS

(Constant)
Academic Integrity Job
Responsibilities

tBO

(Constant)
Academic Integrity Job
Responsibilities

tSTS

(Constant)
Academic Integrity Job
Responsibilities

B

Std. Error

54.384

1.734

-2.742

1.037

50.286

1.750

-.179

1.046

49.055

1.749

.591

1.046

β

-.135

-.009

.029

T

Sig.

31.369

.000

-2.645

.009

28.743

.000

-.171

.864

28.050

.000

.565

.572

N=381

Student Organizational Conduct Job Responsibilities.
75.3% of study participants indicated having job responsibilities related to the
investigation or the oversight of the student organization conduct process at their institution
(n=287). 94 individuals expressed that they did not have responsibilities related to the
adjudication or management of the student organizational conduct process comprising 24.7% of
the sample. Individuals responsible for student organization conduct reported higher levels of
compassion satisfaction (50.2527), burnout (50.6976), and secondary traumatic stress (50.0396)
on average. The largest range difference between the two groups was for burnout, with an
average difference of 2.8275 points. Table 32 contains information about the measures of the
compassion satisfaction and compassion fatigue scores as related to a person’s student
organizational conduct job responsibilities.
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Table 32: Means of ProQOL 5 Scores based on Student Organizational Conduct Job
Responsibilities
Student Organizational Conduct
Yes

tCS

tBO

tSTS

50.2527

50.6976

50.0396

287

287

287

10.05017

10.05680

10.15242

49.2286

47.8701

49.8792

94

94

94

Std. Deviation

9.85816

9.56475

9.57129

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Mean
N
Std. Deviation

No

Mean
N

Total

N
Std. Deviation
N=381

In order to determine if there were any statistically significant differences between
student organizational conduct job responsibilities, compassion satisfaction, and compassion
fatigue, a one-way ANOVA of the data were conducted. Homogeneity of variance for all three
scales (pcs=0.519; pbo=0.749; psts=0.955) was indicated using Levene’s test. Furthermore, a
statistically significant difference was identified between student organizational conduct
experience and burnout (F(1,379)=5.732, p=0.017). However, there were no statistically
significant differences between those individuals having student organizational conduct job
responsibilities and compassion satisfaction (F(1,379)=.742, p=0.390) and secondary traumatic
stress. (F(1,379)=0.018, p=0.893). The one-way ANOVA for student organizational conduct,
compassion satisfaction, burnout, and secondary traumatic stress can be reviewed in Table 33.
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Table 33: ANOVA ProQOL 5 Scores based on Student Organizational Conduct Job
Responsibilities
Sum of

Df

Squares
tCS * Student

Between Groups

Organizational
Conduct Job

(Combined)

Mean

F

Sig.

.742

.390

5.732

.017

.018

.893

Square

74.256

1

74.256

Within Groups

37925.744

379

100.068

Total

38000.000

380

566.118

1

566.118
98.770

Responsibilities
tBO * Student

Between Groups

(Combined)

Organizational

Within Groups

37433.882

379

Conduct Job

Total

38000.000

380

1.822

1

1.822
100.259

Responsibilities
tSTS * Student

Between Groups

(Combined)

Organizational

Within Groups

37998.178

379

Conduct Job

Total

38000.000

380

Responsibilities
N=381

The predictability of student organizational conduct job responsibilities on compassion
satisfaction and compassion fatigue was explored through the use of a linear regression test for
each ProQOL 5 scale independently. Similar to the one-way ANOVA, a statistically significant
predictor existed when evaluating the burnout scale ((F(1,379)=5.732, p=0.017, R2=0.015) with
a B coefficient of -2.828. No statistically significant prediction existed for the sample with the
compassion satisfaction (F(1,379)=.742, p=0.390, R2=0.002) and secondary traumatic stress.
(F(1,379)=0.018, p=0.893, R2=0.000). The regression coefficients based on student
organizational conduct job responsibilities can be found in Table 34.
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Table 34: Coefficients based on Student Organization Conduct Job Responsibilities
Model
tCS

(Constant)
Student Organizational
Conduct Job Responsibilities

tBO

(Constant)
Student Organizational
Conduct Job Responsibilities

tSTS

(Constant)
Student Organizational
Conduct Job Responsibilities

B

Std. Error

51.277

1.568

-1.024

1.189

53.525

1.558

-2.828

1.181

50.200

1.570

-.160

1.190

Β

-.044

-.122

-.007

t

Sig.

32.698

.000

-.861

.390

34.355

.000

-2.394

.017

31.981

.000

-.135

.893

N=381

Title IX Job Responsibilities.
Of the study participants, 75% reported having job responsibilities associated with the
investigation or management of the Title IX or sexual misconduct process on their campus
(n=286). Individuals without Title IX related job responsibilities reported lower levels of
compassion satisfaction (x̅=49.8830), compassion fatigue (x̅=47.2893), and secondary traumatic
stress (x̅=48.3984), than those individuals with Title IX job responsibilities. Table 35 contains
information regarding the means for compassion satisfaction and compassion fatigue based on
Title IX job responsibilities.
A one-way ANOVA was computed for the ProQOL 5 scales for both those individuals
with and without Title IX related job responsibilities. Levene’s test indicated homogeneity of
variance among the compassion satisfaction, burnout, and secondary traumatic stress scales with
values of p equaling 0.749, 0.427, and 0.136 respectively. A strong statistically significant
difference was indicated for the burnout scale with F(1,379)=9.507, p=0.002. The compassion
satisfaction (F(1,379)=0.017, p=0.895) and secondary traumatic stress scales (F(1,379)=3.266,
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p=0.072) did not indicate a statistically significant difference for Title IX job responsibilities.
The ANOVA descriptive statistics can be found in Table 36.
Table 35: Means of ProQOL 5 Scores based on Title IX Job Responsibilities
Title IX Job Responsibilities
Yes

tCS

tBO

tSTS

50.0389

50.9004

50.5320

286

286

286

10.07525

9.75159

10.33931

49.8830

47.2893

48.3984

95

95

95

Std. Deviation

9.82167

10.29792

8.75705

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Mean
N
Std. Deviation

No

Mean
N

Total

N
Std. Deviation
N=381

Table 36: ANOVA ProQOL 5 Scores based on Title IX Job Responsibilities
Sum of

df

Mean

Squares
tCS * Title IX Job

Between Groups

Responsibilities

(Combined)

1

1.734

Within Groups

37998.266

379

100.259

Total

38000.000

380

929.918

1

929.918
97.810

tBO * Title IX Job

Between Groups

Responsibilities

Within Groups

37070.082

379

Total

38000.000

380

324.623

1

324.623
99.407

(Combined)

Sig.

.017

.895

9.507

.002

3.266

.072

Square

1.734

(Combined)

F

tSTS * Title IX

Between Groups

Job

Within Groups

37675.377

379

Responsibilities

Total

38000.000

380

N=381

A linear regression for Title IX Job Responsibilities and ProQOL 5 scales was completed
to explore if any predictive indicators could be inferred. Similar to the one-way ANOVA, a
statistically significant prediction can be made between Title IX job responsibilities and burnout
(F(1,379)=9.507, p=0.002, R2=0.024) with a B coefficient of -3.611. Both the compassion
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satisfaction (F(1,379)=0.017, p=0.895, R2=0.000) and secondary traumatic stress scales
(F(1,379)=3.266, p=0.072, R2=0.009) did not indicate a statistically significant difference for
Title IX job responsibilities. Table 37 provides the regression coefficients for the linear
regression conducted for the Title IX job responsibilities indicator.
Table 37: Coefficients based on Title IX Job Responsibilities
Model
tCS

(Constant)

tSTS

Std. Error

50.195

1.568

-.156

1.186

(Constant)

54.512

1.548

Title IX Job Responsibilities

-3.611

1.171

(Constant)

52.666

1.561

Title IX Job Responsibilities

-2.134

1.181

Title IX Job Responsibilities
tBO

B

Β
-.007
-.156
-.092

T

Sig.

32.019

.000

-.132

.895

35.205

.000

-3.083

.002

33.738

.000

-1.807

.072

N=381

Alternative Dispute Resolution Job Responsibilities.
Of those individuals participating in this study, 34.9% of individuals (n=133) have
responsibilities for the facilitation or management of an alternative dispute resolution program at
their institution, with 65.1% not having alternative dispute resolution job requirements (n=248).
The adjusted average compassion satisfaction scores were higher for those individuals with
alternative dispute resolution job responsibilities with a score of 52.0960. Those participants with
alternative dispute resolution job responsibilities also reported lower burnout (x̅=49.8103) and
secondary traumatic stress scores (x̅=49.9874). Information regarding the descriptive statistics
for the alternative dispute resolution job responsibilities and compassion satisfaction and
compassion fatigue scales can be found in Table 38.
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Table 38: Means of ProQOL 5 Scores based on Alternative Dispute Resolution Job
Responsibilities
Alternative Dispute Resolution Job Responsibilities
Yes

tCS

tBO

tSTS

52.0960

49.8103

49.9874

133

133

133

10.59551

10.13662

10.97307

48.8759

50.1017

50.0068

248

248

248

Std. Deviation

9.49822

9.94509

9.46035

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Mean
N
Std. Deviation

No

Mean
N

Total

N
Std. Deviation
N=381

A one-way ANOVA was conducted to explore the effect of alternative dispute resolution
job responsibilities on compassion satisfaction, compassion fatigue, and burnout. The
homogeneity of variance was met for all three scores with pcs=0.261, pbo=0.896, and psts=0.114.
There was a significant statistical difference for alternative dispute resolution job responsibilities
and the compassion satisfaction scale with F(1,379)=9.169, p=0.003. There was not a significant
statistical difference for alternative dispute resolution job responsibilities with the scales of
burnout (F(1,379)=0.073, p=0.787) or secondary traumatic stress (F(1,379)=0.000, p=0.986).
The one-way ANOVA results for alternative dispute resolution job responsibilities are located in
Table 39.
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Table 39: ANOVA ProQOL 5 Scores based on Alternative Dispute Resolution Job
Responsibilities
Sum of

df

Squares
tCS * Alternative

Between Groups

Dispute Resolution Job

1

897.634

Within Groups

37102.366

379

97.895

Responsibilities

Total

38000.000

380

tBO * Alternative

Between Groups

7.350

1

7.350

Dispute Resolution Job

Within Groups

37992.650

379

100.244

Responsibilities

Total

38000.000

380

tSTS * Alternative

Between Groups

.033

1

.033

Dispute Resolution Job

Within Groups

37999.967

379

100.264

Total

38000.000

380

(Combined)

(Combined)

F

Sig.

9.169

.003

.073

.787

.000

.986

Square

897.634

Responsibilities
N=381

(Combined)

Mean

A linear regression analysis was completed for each of the ProQOL scales of compassion
satisfaction, compassion fatigue, and secondary traumatic stress to evaluate the predictive nature
of having alternative dispute resolution job responsibilities. A statistically significant predictor
existed between the compassion satisfaction scale with regard to alternative dispute resolution
job responsibilities with F(1,379)=9.169, p=0.003, R2=0.024 with a B coefficient of -3.220. A
statistically significant prediction did not exist for the burnout (F(1,379)=0.073, p=0.787,
R2=0.000) or secondary traumatic stress (F(1,379)=0.000, p=0.986, R2=0.000) scales when
considering alternative dispute resolution. Table 40 contains the regression coefficients
computed as a part of the linear regression analysis for the alternative dispute resolution job
responsibilities.
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Table 40: Coefficients based on Alternative Dispute Resolution Job Responsibilities
Model
tCS

(Constant)
Alternative Dispute Resolution
Job Responsibilities

tBO

(Constant)
Alternative Dispute Resolution
Job Responsibilities

tSTS

(Constant)
Alternative Dispute Resolution
Job Responsibilities

B

Std. Error

55.316

1.827

-3.220

1.063

49.519

1.849

.291

1.076

49.968

1.849

.019

1.076

β

-.154

.014

.001

t

Sig.

30.272

.000

-3.028

.003

26.780

.000

.271

.787

27.021

.000

.018

.986

N=381

Behavior Intervention and Threat Assessment Job Responsibilities.
The final set of job responsibilities evaluated for this study are the job responsibilities associated
with the participation or management of behavior intervention and threat assessment processes.
287 individuals expressed having behavior intervention and threat assessment job responsibilities
comprising 75.3% of the sample. Individuals with behavior intervention and threat assessment
responsibilities reported an average of a higher compassion satisfaction and burnout than those
individuals who do not have behavior intervention job responsibilities. In contrast, the secondary
traumatic stress scale average was higher for people who do not have behavior intervention job
responsibilities. The descriptive data computed for the behavior intervention and threat
assessment scale can be found in Table 41.
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Table 41: Means of ProQOL 5 Scores based on Behavior Intervention and Threat
Assessment Job Responsibilities
Behavior Intervention/Threat Assessment Job

tCS

tBO

tSTS

50.2068

50.3373

49.8829

287

287

287

10.02150

10.00337

10.13923

49.3686

48.9702

50.3575

94

94

94

Std. Deviation

9.96073

9.97221

9.60629

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Responsibilities
Yes

Mean
N
Std. Deviation

No

Mean
N

Total

N
Std. Deviation
N=381

To determine if there is a statistically significant difference for the ProQOL 5 scale
measures of compassion satisfaction, burnout, and secondary traumatic stress, a one-way
ANOVA was conducted. All three scales indicated homogeneity of variance utilizing Levene's
test for equality of variances (pcs=0..888; pbo=0.964; psts=0.790). The compassion satisfaction
(F(1, 379)=0.497, p=0.481), burnout (F(1, 379)=1..325, p=0.250), and secondary traumatic stress
(F(1, 379)=0.159, p=0.690) scales did not display a statistically significant difference for the
variable of behavior intervention and threat assessment job responsibilities. Table 42 provides
the data analysis for the one-way ANOVA completed.
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Table 42: ANOVA ProQOL 5 Scores based on Behavior Intervention and Threat
Assessment Job Responsibilities
Sum of

df

Mean

Squares
tCS * Behavior

Between Groups

Intervention/
Threat

(Combined)

F

Sig.

.497

.481

1.325

.250

.159

.690

Square

49.755

1

49.755

Within Groups

37950.245

379

100.133

Total

38000.000

380

132.346

1

132.346
99.915

Assessment Job
Responsibilities
tBO * Behavior

Between Groups

(Combined)

Intervention/

Within Groups

37867.654

379

Threat

Total

38000.000

380

15.948

1

15.948
100.222

Assessment Job
Responsibilities
tSTS * Behavior

Between Groups

(Combined)

Intervention/

Within Groups

37984.052

379

Threat

Total

38000.000

380

Assessment Job
Responsibilities
N=381

A linear regression analysis was conducted for all three ProQOL 5 scales to determine if
there was a statistically significant predictor for the behavior intervention and threat assessment
job responsibilities variable. There was not a statistically significant prediction which can be
inferred for the study sample for the compassion satisfaction (F(1, 379)=0.497, p=0.481,
R2=0.001), burnout (F(1, 379)=1..325, p=0.250, R2=0.003), and secondary traumatic stress (F(1,
379)=0.159, p=0.690, R2=0.000) scales. Table 43 contains the computed regression coefficients
for the linear regression analysis.

112

Table 43: Coefficients based on Behavior Intervention and Threat Assessment Job
Responsibilities
Model
tCS

(Constant)

B

Std. Error

51.045

1.569

-.838

1.189

51.704

1.567

-1.367

1.188

49.408

1.569

.475

1.190

β

t

Sig.

32.540

.000

-.705

.481

32.996

.000

-1.151

.250

31.482

.000

.399

.690

Behavior Intervention and
Threat Assessment Job

-.036

Responsibilities
tBO

(Constant)
Behavior Intervention and
Threat Assessment Job

-.059

Responsibilities
tSTS

(Constant)
Behavior Intervention and
Threat Assessment Job

.020

Responsibilities
N=381

Research Question 4
Individuals working in student affairs and student conduct may be asked to serve in an
on-call capacity. The research question developed was: What is the relationship between student
affairs professionals serving in an on-call capacity and compassion satisfaction, burnout, and
secondary traumatic stress? Three hundred eighty-one participants responded to the on-call
responsibilities question. Two hundred three individuals indicated that they do have on-call
responsibilities as a part of their position; this number comprises 53.2% of the sample size.
Individuals serving in an on-call capacity indicated a slightly lower than average score on the
compassion satisfaction scale (x̅=49.7667). Individuals who do not serve in an on-call capacity
indicated slightly lower burnout and secondary traumatic stress scores, with 49.5612 and
49.8986 respectively. Table 44 provides the descriptive statistics for on-call responsibilities and
the ProQOL 5.
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Table 44: Means of ProQOL 5 Scores based on On-Call Responsibilities
On-Call Responsibilities
Yes

tCS

tBO

tSTS

49.7667

50.3847

50.0889

203

203

203

10.40428

9.80350

10.19701

50.2661

49.5612

49.8986

178

178

178

Std. Deviation

9.54029

10.22949

9.79820

Mean

50.0000

50.0000

50.0000

381

381

381

10.00000

10.00000

10.00000

Mean
N
Std. Deviation

No

Mean
N

Total

N
Std. Deviation
N=381

In order to determine if there was a statistically significant difference for on-call
responsibilities from the study sample, a one-way ANOVA was computed for the three ProQOL
scales. Levene’s test for equality of variances showed a homogeneity of variance for all three
scales (pcs=0.497; pbo=0.582; psts=0.772). No statistically significant differences were identified
between having on-call responsibilities and compassion satisfaction (F(1, 379) =.236, p=0.627),
burnout (F(1, 379) =0.643, p=0.423), and secondary traumatic stress (F(1, 379) =0.034,
p=0.853). The one-way ANOVA results are located in Table 45.
A linear regression analysis was conducted to determine if a statistically significant
prediction existed between the compassion satisfaction, burnout, and secondary traumatic stress
scales and the variable of on-call responsibilities. Similar to the one-way ANOVA conducted for
this question, no statistically significant prediction could be determined for on-call
responsibilities and compassion satisfaction (F(1, 379) =.236, p=0.627, R2=0.001), burnout (F(1,
379) =0.643, p=0.423, R2=0.002), and secondary traumatic stress (F(1, 379) =0.034, p=0.853,
R2=0.000). Table 46 contains the regression coefficients computed for the on-call responsibilities
variable.
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Table 45: ANOVA ProQOL 5 Scores based on On-Call Responsibilities
Sum of
On-Call Responsibilities
tCS * On-Call

Between Groups

Responsibilities

df

Mean

Squares
(Combined)

1

23.653

Within Groups

37976.347

379

100.201

Total

38000.000

380

64.318

1

64.318
100.094

tBO * On-Call

Between Groups

Responsiblities

Within Groups

37935.682

379

Total

38000.000

380

3.432

1

3.432
100.255

(Combined)

Sig.

Square

23.653

(Combined)

F

tSTS * On-Call

Between Groups

Responsiblities

Within Groups

37996.568

379

Total

38000.000

380

.236

.627

.643

.423

.034

.853

N=381

Table 46: Coefficients based on On-Call Responsibilities
Model
tCS

(Constant)
On-Call Responsibilities

tBO

(Constant)
On-Call Job Responsibilities

tSTS

(Constant)
On-Call Job Responsibilities

B

Std. Error

49.267

1.593

.499

1.028

51.208

1.592

-.824

1.027

50.279

1.593

-.190

1.028

β
.025
-.041
-.010

t

Sig.

30.929

.000

.486

.627

32.165

.000

-.802

.423

31.556

.000

-.185

.853

N=381

Research Question 5
The final research question developed for this study was: What is the relationship
between student conduct professionals’ amount of direct student contact and the compassion
satisfaction, burnout, and secondary traumatic stress? Study participants were asked to provide
an estimate of the number of hours of direct student contact they had in an average week over the
past 30 days. Three hundred eighty participants answered the relating to amount of direct student
contact.
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Individuals could select a hour range from one of six options: 0-9, 10-19, 20-29, 30-39,
40-49, and more than 50 hours. The range of direct student contact for 10-19 hours had the
largest representation in the sample with 34.2% of the sample (n=380). Individuals with 40-49
and 50 or more hours of direct student contact expressed the highest compassion satisfaction
scores with 53.3625 and 53.3155 respectively. Additionally, those people who had 40-49 and 50
or more hours of direct student contact had the lowest levels of secondary traumatic stress with
scores of 45.1531 and 44.0993 respectively. The group which indicated having 0-9 hours of
direct student contact a week had the lowest average compassion satisfaction score (x̅=47.2912)
but also indicated lower than average burnout (x̅=48.4026) and compassion fatigue scores
(x̅=48.3639). Descriptive statistics for the direct student contact hours variable can be found in
Table 47.
A one-way ANOVA was conducted to evaluate if there were any statistically significant
differences for compassion satisfaction, compassion fatigue, and burnout when considering the
number of hours of direct student contact. Levene’s test of homogeneity was met for all three
scales with p=0.337 for compassion satisfaction, p=0.733 for burnout, and p=0.256 for
secondary traumatic stress. Hours of direct student contact was statistically significantly different
for the secondary traumatic stress scale with F(5, 374)=2.415, p=0.036. There were no
statistically significant differences for the compassion satisfaction (F(5, 374)=1.938, p=0.087)
and burnout (F(5, 374)=1.592, p=0.161). The ANOVA results for direct student contact hours
can be found in Table 48.
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Table 47: Means of ProQOL 5 Scores based on Direct Student Contact Hours
Direct Student Contact Hours
0-9

tCS

tBO

tSTS

47.2912

48.4026

48.3639

76

76

76

10.57253

9.45778

9.12493

50.7131

49.8025

50.6565

130

130

130

10.20432

10.49339

9.24973

50.5411

51.7196

51.1463

109

109

109

Std. Deviation

9.89862

9.88654

11.34704

Mean

49.6095

51.1122

51.2569

39

39

39

Std. Deviation

8.72221

8.90648

10.40334

Mean

53.3625

46.3616

45.1531

16

16

16

Std. Deviation

8.48563

9.07309

8.73313

Mean

53.3155

49.4169

44.0993

10

10

10

Std. Deviation

6.41672

11.09871

6.36860

Mean

50.0462

50.0518

49.9958

380

380

380

9.97243

9.96179

10.01285

Mean
N
Std. Deviation

10-19

Mean
N
Std. Deviation

20-29

Mean
N

30-39

N
40-49

N
50 or more

N
Total

N
Std. Deviation
N=380

Table 48: ANOVA ProQOL 5 Scores based on Direct Student Contact Hours
Sum of
Squares
tCS * Direct

Between Groups

Student Contact

Mean
Square

F
1.938

.087

1.592

.161

2.415

.036

951.656

5

190.331

Within Groups

36739.633

374

98.234

Hours

Total

37691.289

379

tBO * Direct

Between Groups

783.773

5

156.755

Student Contact

Within Groups

36827.185

374

98.468

Hours

Total

37610.959

379

tSTS * Direct

Between Groups

1188.355

5

237.671

Student Contact

Within Groups

36809.100

374

98.420

Total

37997.455

379

Hours
N=380

(Combined)

df

(Combined)

(Combined)
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Sig.

In order to test if there is a predictive relationship between direct student contact hours
and the individual scales of compassion satisfaction, compassion fatigue and burnout, a linear
regression analysis was conducted for each scale. The linear regression indicated hours of direct
student contact could statistically significantly predict compassion satisfaction levels with F(1,
378)=5.067, p=.025, R2=0.013). There was no statistical significance for prediction based on
direct student contact for the burnout (F(1, 378)=0.653, p=.419, R2=0.002) and secondary
traumatic stress (F(1, 378)=0.267, p=.605, R2=0.001). Table 49 displays the regression
coefficients for the linear regression analysis for the direct student contact hours variable.
Table 49: Coefficients based on Direct Student Contact Hours
Model
tCS

(Constant)
Direct Student Contact

tBO

(Constant)
Direct Student Contact

tSTS

(Constant)
Direct Student Contact

B

Std. Error

47.623

1.191

.960

.427

49.178

1.196

.346

.429

50.558

1.203

-.223

.431

β
.115
.042
-.027

t

Sig.

39.996

.000

2.251

.025

41.107

.000

.808

.419

42.024

.000

-.517

.605

N=381

Summary
Chapter 4 outlined the findings and statistical analyses conducted to support the five
research questions identified as a part of this study. Statistical analyses including computation of
raw scores, t-scores, measures of central tendency, one-way analyses of variance (ANOVA), and
linear regression analyses were conducted and reported to support the research questions
developed. Chapter 5 will provide a discussion of the results for this study, implications for
practice, and opportunities for future research supported by the analyses contained in Chapter 4.
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CHAPTER 5
DISCUSSION AND RECOMMENDATIONS

The purpose of this study was to explore the levels of compassion satisfaction and
compassion fatigue among student conduct and behavior intervention professionals working at
institutions of higher education in the United States of America. The Professional Quality of Life
Scale (ProQOL 5) was utilized to accomplish the study purpose. An online survey was
conducted to collect information about job responsibilities, demographic information, and selfreported scores of compassion satisfaction, burnout, and secondary traumatic stress using the
ProQOL 5. The sample for the study was comprised of members of the Association for Student
Conduct Administration (ASCA) who work full-time at an institution of higher education in the
United States of America. As a part of a convenience sampling method, individuals were invited
to participate in the study through e-mail invitations sent by ASCA. Three hundred eighty-one
individuals completed the on-line survey and met the sample criteria.
Five research questions were created to explore the relationship between student conduct
and behavior intervention administration job responsibilities and the concepts of compassion
satisfaction and compassion fatigue. The aim of the study was to evaluate the impact of specific
job responsibilities or characteristics on the positive and negative aspects of the individual’s
professional quality of life. To support the research objective, the following research questions
were explored:
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1. What is the relationship among student conduct professionals’ compassion satisfaction,
burnout, and secondary traumatic stress?
2. What is the relationship between student conduct professionals’ years of experience and
compassion satisfaction, burnout, and secondary traumatic stress?
3. What is the relationship between student conduct professionals’ responsibility areas and
compassion satisfaction, burnout, and secondary traumatic stress?
4. What is the relationship between student affairs professionals serving in an on-call
capacity and compassion satisfaction, burnout, and secondary traumatic stress?
5. What is the relationship between student conduct professionals’ amount of direct student
contact and the compassion satisfaction, burnout, and secondary traumatic stress?
Method Summary
This quantitative research study was completed in November and December of 2015. The
target population for this study was full-time student conduct and behavior intervention
professionals. Participants had to be employed full time at the time of this study at an institution
of higher education in the United States of America in order to be included in the study.
The study sample were those professionals from the target population who completed the
online survey instrument. The sample was obtained through the ASCA Central Office. ASCA
members were invited to participate in the study as the membership is comprised of people with
an interest in student conduct and behavior intervention administration. While 441 individuals
attempted the survey, 381 responses met the sample and completion criterion. Thirty individuals
were not employed full time at an institution of higher education in the United States of America.
Additionally, 30 individuals did not complete the ProQOL 5 section of the online survey, thus
restricting their participation in the study.
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In order to gather the research data the research questions, the ProQOL 5 was utilized in
an online format. The ProQOL 5 has been used in a variety of helping fields including addiction
counselors, critical incident stress management providers, and sexual assault advocates
(Compton, 2013; Treworgy, 2010; Van Hoang, 2013). According to Stamm (2016), the ProQOL
instrument has been used in over 2,017 studies, articles, and publications since 1984. Due to the
scale’s widespread usage in for a variety of populations, the ProQOL is the most commonly used
measure to investigate the positive and negative effects of serving in a helping capacity (Stamm,
2010b). This study is the first published research which explores the compassion satisfaction and
compassion fatigue of student conduct and behavior intervention professionals using the
ProQOL.
The ProQOL contains ten questions for each subscale which it evaluates. The subscales
of the ProQOL are compassion satisfaction, burnout, and secondary traumatic stress.
Compassion satisfaction refers to the positive impact of helping others who may have experience
crisis related incidents (Stamm, 2010b). Compassion fatigue, in contrast is the negative impact of
assisting those who have experienced crisis (Stamm, 2010b). The concept of compassion fatigues
has two distinct subsets, burnout and secondary traumatic stress. Burnout is described as an
effect of experiencing feelings of hopelessness and the inability to do work effectively (Stamm,
2010b). Secondary traumatic stress is exposure to stressful situations resulting in negative effects
as a result of working with individuals who have experienced traumatic situations (Stamm,
2010b).
In order to answer the research questions, the researcher evaluated the data collected from
the online survey. Each of the subscales of the ProQOL was scored according to the ProQOL
manual procedure (Stamm, 2010b). Initially, five questions were reverse scored as a part of the
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burnout scale. After the reverse score conversion, the raw scores for each subscale and the
measures of central tendency based on the raw scores were computed. In order to standardize the
data between the subscale sets, the raw score was converted to a t-score utilizing Stamm’s
(2010b) instructions. The t-scores provided a standardized mean of 50 and standard deviation of
10 for all three scales. The t-score data were utilized to compute the measures of central
tendency, one-way ANOVAs, and linear regression analyses for this study. Additionally,
additional data including years of experience, job responsibilities, hours of student contact and
demographic information were collected for use in the study. The findings from the study were
outlined in Chapter 4, while discussion of each question are located in the next section.
Findings and Discussion by Research Question
This study was comprised of five research questions to support the purpose of the study.
Data analysis was completed for each research question utilizing the most appropriate statistical
analysis for the research question evaluated. For the first research question, descriptive statistics
were calculated for each scale and a Spearman correlation analysis was completed to evaluate the
correlative relationship between the three scales. The descriptive statistics explored the measures
of central tendency to communicate the characteristics of the participants and the data collected
(Johnson & Christensen, 2012). A Spearman correlation analysis was selected due to the nonnormality orientation of the data (Bishara & Hittner, 2012). For the remaining research
questions, descriptive statistics, one-way ANOVAs, and linear regression analyses were
completed. The findings of the study, with an emphasis on statistically significant results, are
presented in the discussion. A one-way ANOVA was selected to explore the differences between
the variables and each of the independent scales of the ProQOL 5, thus supporting the use of a
univariate statistical method (Stevens, 2007). Lastly, to support the research questions, a linear
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regression method was utilized to evaluate the predictive relationship between the explored
variables and each independent ProQOL 5 scale (Stevens, 2007).
Research Question 1
For research question 1, a Spearman Rank Order Correlation analysis was conducted to
explore the relationship between compassion satisfaction, burnout and secondary traumatic stress
for the study sample. The Spearman Rank Order Correlation indicated two statistically
significant correlations.
There was a negative correlation between the scales of compassion satisfaction and
secondary traumatic stress with ρ(381)=-0.235, p<0.0005. This negative correlation indicates
that as compassion satisfaction increases, there is an association with a decrease in secondary
traumatic stress. This correlation is an encouraging result for the ProQOL as an individual with a
higher level of compassion satisfaction and lower secondary traumatic stress indicates positive
feeling about engaging in helping work without fear based on the stressful content they are
exposed to within the role (Stamm, 2010b). In contrast, if an individual displays a higher level of
secondary traumatic stress and lower levels of compassion satisfaction, the individual may be
overwhelmed with work related tasks based on the fear associated with being exposed to
vicarious traumatization (Stamm, 2010b). For individuals with increased secondary traumatic
stress and decreased compassion satisfaction, treatment and support for their stress as well as
changes in caseload or work environment may be beneficial (Stamm, 2010b).
Additionally, a strong positive correlation at .0005 was indicated between burnout and
secondary traumatic stress with ρ(381)=0.535, p<0.0005. As burnout increases, the increase in
secondary traumatic stress is associated. For individuals with increased burnout and secondary
traumatic stress, the concepts of fear and ineffectiveness may impact their work and are at an
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increased risk of PTSD or depression (Stamm, 2010b). For those individuals with high levels of
burnout and compassion satisfaction, leaving the professional position may prove to be the most
beneficial to the individual if there is not a high level of compassion satisfaction based on the
current work environment (Stamm, 2010b).
Research Question 2
The second research question evaluated if a relationship existed between a student
conduct professional’s years of experience and compassion satisfaction, burnout, and secondary
traumatic stress. Years of experience was considered in two ways, years of professional student
affairs experience and years of student conduct and behavior intervention experience.
Descriptive statistics were computed for the ProQOL subscales. Additionally, a one-way
ANOVAs and linear regression analyses for each subscale were explored. The results of all
analyses were included in Chapter 4. No statistically significant relationships or differences were
found in the data analyses. The lack of a statistically significant difference based on years of
experience is congruent with the ProQOL databank findings (Stamm, 2010b).While both the
one-way ANOVAs and linear regression analyses indicated there was not statistical significance
for years of experience in neither student affairs, nor in student conduct when evaluating
compassion satisfaction and compassion fatigue, the descriptive statistics provided interesting
information regarding the study sample.
All of the mean scores across the three scales (CS, BO, STS) fell within the average
range of scores when looking at participants’ years of student affairs experience. The experience
groups based on years of student affairs experience which had higher than average compassion
satisfaction scores were those with 26-30 years, 30 or more years, and 0-5 years. The increased
averages of compassion satisfaction at the entry level and senior level points of professionals’
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careers are of note to the researcher. For the burnout scale, the groups with 21-25 years, 30 or
more years, 6-10 years, and 16-20 years all had higher than average scores, comprising those
individuals who could be identified as midlevel or senior student affairs professionals. Lastly, for
the secondary traumatic stress scale, two groups, 6-10 and 21-25 years, expressed higher than
average scores. Only the 11-15 years of experience group had scores below average on all three
scales.
For the years of student conduct and behavior intervention experience, all of the mean
scores fell within the average for the adjusted ProQOL scales. Four groups, 30 or more years, 2125 years, 26-30 years, and 11-15 years, had average means above 50 for compassion satisfaction.
For the burnout scale, individuals with 21-25 years, 0-5 years, and 11-15 years of student
conduct or behavior intervention had higher than average scores. Lastly, individuals with 26-30
years, 21-25 years, 0-5 years, and 6-10 years of student conduct experience indicated the highest
mean scores for secondary traumatic stress. Those people with 21-25 years of student conduct
experience reported higher than average scores across all three scales. The group which reported
the lowest mean for the compassion fatigue scales was the 30 or more years of experience in
student conduct and behavior intervention group.
The trends seen for those professionals new to student affairs indicated higher levels of
compassion satisfaction and lower levels of burnout and secondary traumatic stress. However,
those individuals with less than 5 years of student conduct experience indicated lower levels of
compassion satisfaction and higher levels of compassion fatigue. Similarly, in Compton’s (2013)
study, higher levels of burnout were indicated for new professionals working in crisis incident
management. Stamm (2007b) discusses the three environments contributing to compassion
satisfaction and compassion fatigue: work, client, and personal. At the beginning of a
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professional’s career, the level of experience and the complexity of the work could be evaluated
in the future to see if the job responsibilities and duties for individuals new to the profession or
new to the field of student conduct could be a positive contributing factor. Additionally, an
exploration of the new professional’s perceptions and experience of their job responsibilities and
the ability to balance those responsibilities may provide further context for professional quality
of life.
Additionally, professionals with more than 26 years of experience in student affairs and
student conduct indicated higher levels of compassion satisfaction and much lower levels of
compassion fatigue compared to those professionals with less experience in student affairs and
student conduct. Recognizing the sample size for those professionals with more than 26 years of
experience comprised 8.4% of the total sample for years of student affairs experience and 4.7%
for years of student conduct and behavior intervention, further research should be considered for
senior student affairs officers. However, just as with the new professionals, exploration of
experiences, developed resilience, and job responsibilities should be explored on their
contribution for the higher levels of compassion satisfaction and lower levels of compassion
fatigue.
Research Question 3
Research question number 3 investigated the relationship between student conduct
professionals’ responsibility areas and compassion satisfaction, burnout, and secondary traumatic
stress. Six different job responsibility areas were identified for the purposes of this study: student
conduct, academic integrity, student organization conduct, Title IX, alternative dispute
resolution, and behavior intervention and threat assessment. For each subscale and each job
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responsibility area, descriptive statistics, a one-way ANOVA, and a linear regression analysis
were completed.
For all six scales, only four reported any statistically significant relationships or
differences. Neither student conduct nor behavior intervention and threat assessment job
responsibilities areas were statistically significant for the compassion satisfaction, compassion
fatigue, and burnout scales. However, two scales were statistically significant for the compassion
satisfaction scale and two scales were statistically significant for the burnout scale.
For compassion satisfaction, the academic integrity job responsibilities indicated a
statistically significant result with F(1, 379)=6.995, p=0.009, R2=0.018. Individuals who had job
responsibilities in alternative dispute resolution also displayed a statistically significant result
with F(1,379)=9.169, p=0.003, R2=0.024. For those people with job responsibilities in academic
integrity and alternative dispute resolution independently, a higher mean was reported for the
compassion satisfaction scale than those without those responsibilities. Academic integrity and
alternative dispute resolution job responsibilities may differ in structure from the traditional
adjudication model of student conduct processes, often engaged in a community based model
based on shared expectations within the academic and student communities (Lowery & Dannells,
2004). Additionally, the content of academic integrity, traditionally comprised of academically
based policies regarding coursework and classroom decorum, and alternative dispute resolution
cases, rooted in the concepts of repairing harm, earning trust, and building community, utilize
different approaches than student conduct or behavior intervention work (Karp, 2004). The
environment created for the academic integrity and alternative dispute resolution process may
impact the professional’s quality of life as described in the work environment (Moos, 1987;
Stamm, 2007b).
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Two sets of job responsibilities, student organization conduct and Title IX, indicated
statistically significant results with regard to the burnout scale. The statistically significant result
for student organization conduct was determined with F(1,379)=5.732, p=0.017, R2=0.015.
Student organization conduct professionals expressed higher levels of burnout than those
individuals without student organizational conduct responsibility. Similar to those with student
organization conduct job responsibilities, those individuals with Title IX job responsibilities
exhibited a statistically significant result of F(1,379)=9.507, p=0.002, R2=0.024. These results
indicate those individuals who have Title IX investigative or management duties can be
predicted to have higher levels of burnout in comparison to their peers. In a study of sexual
assault nurse examiners, the nurses demonstrated elevated levels of compassion fatigue (French,
2006). The impact of working with sexual misconduct and assault within the workplace may
have an impact on both the work and the client environment for professionals working in those
fields (Stamm, 2007b).
Research Question 4
The fourth research question examined for this study focused on the relationship between
student affairs professionals serving in an on-call capacity and compassion satisfaction, burnout,
and secondary traumatic stress. Individuals indicated either yes or no for this question. Analyses
of descriptive statistics, a one-way ANOVA and linear regression were conducted. There was no
statistically significant outcome between serving in an on-call capacity and the ProQOL
subscales. Serving in an on-call capacity does not have a statistically significant impact on
professionals’ compassion satisfaction and compassion fatigue.
While no statistically significant outcomes were determined for compassion satisfaction
or compassion fatigue for this study, the role during on-call response, specifically if the
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individual was a direct service provider at a crisis incident, was not considered as a part of this
study. For firefighters, paramedics, and other rescue workers, consideration regarding the
likelihood of experiencing compassion fatigue as a result of the crisis situations directly
experienced was considered in Prati, Pietrantoni, & Cicagnani’s (2011) study. As a part of the
study, the perceived level of stress of the rescue workers in a specific crisis correlated to the
levels of compassion fatigue. Additional clarification on the type and duties of on-call response
from a student conduct and behavior intervention could have provided greater context for this
study.
Research Question 5
The final question of this study considered if a relationship between student conduct
professionals’ amount of direct student contact and the compassion satisfaction, burnout, and
secondary traumatic stress existed. Study participants were asked to indicate the average number
of hours of direct student contact they had during an average week over the past 30 days. Six
hour ranges were identified. Descriptive statistics, one-way ANOVAs, and linear regression
analyses were calculated for the compassion satisfaction, burnout and secondary traumatic stress.
Two statistically significant outcomes were observed. First, there was a statistically significant
difference found between hours of direct student contact and secondary traumatic stress of F(5,
374)=2.415, p=0.036 when reviewing the ANOVA. This statistically significant outcome
supports the concept direct student contact can have a distinct impact on the secondary traumatic
stress of student conduct professionals. The second statistically significant finding showed a
predictability between hours of direct student contact and compassion satisfaction with F(1,
378)=5.067, p=.025, R2=0.013). Therefore, compassion satisfaction may be impacted by the
amount of time individuals have the opportunity to interact with the students at their institution.
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The impact of direct contact with student affairs professionals has previously been
explored by Martin & McGee (2014). Student affairs professionals contribute to the growth of
the students they provide services for including attitude-based outcomes (Martin & McGee,
2014). As student conduct and student behavior intervention professional’s role incorporates
educating the “whole” student from a developmental focus, direct student contact provides a way
to engage in the learning process with students (Bosarge, 1981; Lailiberte, 2003). While the
learning may not have an immediate impact on the student, engaging in student development
based opportunities and interactions relate directly to the foundations of student affairs work. By
providing more opportunities to engage in direct contact with students, more opportunities to
engage in the positive helping aspects of compassion satisfaction may be facilitated.
Limitations
This study had several limitations identified by the researcher. This study was completed
online utilizing a convenience sample of student conduct and behavior intervention professionals
who are members of ASCA. ASCA is an international organization supporting student conduct
professionals around the world. As the study was limited to participation of only those
individuals employed full time at institutions of higher education within the United States of
America, a globally diverse sample was not within the scope of the study. The researcher
received multiple e-mails from individuals in Canada asking about the participation criteria. As
previously stated in Chapter 2, there is a gap in the literature regarding student conduct as a
profession. At the time of this study, no known research has been conducted regarding student
conduct in other countries outside of the United States of America at the collegiate level. Future
research should consider including a broader sample to explore student conduct administrator’s
levels of compassion satisfaction and compassion fatigue.
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A second limitation encountered during the administration of the survey was the inability
to collect data from those individuals no longer in student conduct and behavior intervention
administration. As the scales being researched address compassion fatigue concepts which may
influence an individual’s persistence in student conduct or behavior intervention, an important
population of individuals who have left student conduct was not explored. One individual
contacted the researcher to state that they had left the field of student conduct due to selfdescribed burnout. As the individual did not meet the study participant criteria, the perspective is
not included in the study.
The final limitation of this study identified during data analysis was the diversity of study
sample participants. While the study sample was diverse overall, there were several data points
which could have been enhanced by having a larger sample. Specifically, including more
individuals with 26 years or more of student affairs and student conduct experience could have
improved the sample diversity for grouping utilized in the study.
Recommendations for Practice
This research study’s findings contribute to the limited body of knowledge regarding
student conduct and behavior intervention professionals. The results of this study may be
valuable to future student conduct professionals, current student conduct professionals, student
conduct managers, student affairs professionals, student affairs administrators, senior student
affairs officers, and higher education administration faculty. The data collected in this study have
the potential to influence the management and understanding of current student conduct
administration practice, supervision, personal and professional development for student conduct
and behavior intervention professionals, and the identification of job attrition impacts.
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Overall, the student affairs and behavior intervention professionals displayed average
levels of compassion satisfaction, burnout and secondary traumatic stress in the snapshot
provided in this study. However, several indicators which both positively and negatively impact
professionals were identified in this study.
Two roles can be assessed when considering the compassion satisfaction and compassion
fatigue of a person: that of the person and that of the environment. Moos (1987) described a
concept of person-organization fit. Person-organization fit examines at the intersection of
personal factors, environmental factors and how the person engages in the environment based on
developed coping and adaptation skills. Central to the concepts of compassion satisfaction and
compassion fatigue is a person’s interaction with the environment and the stimulus within that
environment. Individuals arrive at the workplace with their previous life experiences which
inform their perceptions and understanding of the world around them. The environment created
within the workplace also contributes to individuals’ person-organization fit. Job responsibilities,
support from colleagues and supervisors, the opportunity for personal growth, job stressors,
implicit and explicit job expectations and the physical environment all impact individuals’
perceptions of the workplace. When considering the impact of the person and the environment in
the context of this study, several different implications for practice can be identified.
Finding opportunities which support the development of compassion satisfaction within
the challenging environment of student conduct and student affairs is important in ensuring the
success and persistence of student affairs professionals. Celebrating the positive interactions and
influential moments should be central points of professionals’ personal reflection as well as a
part of the discussions with supervisors. Harper (2006) shared about her experience after
working with families and students during crisis situations: “Understanding and appreciating that
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somehow I might have provided direction, comfort, assistance, or a simple act of kindness that
made a difference at that moment allowed me to maintain my physical and emotional health” (p.
56). Based on this study, direct student contact did have a positive relationship to compassion
satisfaction. The nature of student conduct and behavior intervention work does provide the
opportunity for direct student contact through investigational meetings; however, other methods
of student contact should be considered to support compassion satisfaction for professionals.
Intervention methods for professionals who may be struggling with compassion fatigue
should also be identified and supported through personal and organizational means. Paterson
(2006) reflected on his personal experience as a supervisor of professionals with crisis
management responsibilities. Paterson (2006) stated supervisors need “to constantly evaluate the
emotional and mental state” (p. 60) of those individuals working with crisis situations.
Additionally, supervisors should be aware of the additional stressors which may be impacting
their staff members’ ability to work effectively within the environment (Paterson, 2006).
Creating cultures which embrace a supportive environment for those individuals at greatest risk
of experiencing compassion fatigue can be helpful in preventing the negative impacts of helping
(Munroe, Shay, Fisher, Makary, Rapperport, & Zimering, 1995). Direct supervision
conversations as well as establishing collegial connections both within an individual’s institution
and outside of an institution may provide individuals with a support network to address burnout
and secondary traumatic stress proactively. Munrow et al. (1995) described a team based
approach to preventing compassion fatigue which the supervisor, the individual, and colleagues
all contribute to the supportive prevention network. The team based approach must be grounded
in trust and empathy with an emphasis on open communication. Through creating a support
network both on and off campus, student conduct and behavior intervention professionals may be
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able to discuss issues, identify trends, and share resources to encourage personal development,
professional growth, and general well-being.
Resources can also be helpful in addressing compassion satisfaction and compassion
fatigue. The ProQOL 5 is offered as a self-scoring instrument for personal use as desired.
Utilizing the ProQOL as a personal development tool may assist individuals in having a better
personal understanding of their professional quality of life. Rothschild (2006) discussed the
importance of self –awareness to evaluate impact of interactions with individuals in crisis,
situational factors outside of the position, and an increased awareness of the need for resources.
Research indicates a relationship may exist between secondary traumatic stress, burnout, and
depression (Stamm, 2010b). Encouraging the use of counseling services for those individuals
who may be exhibiting depression, PTSD, or other related challenges to effectiveness in a timely
fashion could help to prevent a possibility of job attrition in student conduct. While some
campuses offer services through employee assistance programs or counseling centers, ensuring
confidentiality of services with a clear understanding of the privacy boundaries associated with
student conduct and behavior intervention work can help to encourage further use of counseling
services. Additionally, a destigmatization of utilizing counseling services within the work
environment may encourage further support for individuals with elevated levels of compassion
fatigue.
Further emphasis on effectively addressing individuals in crisis and after crisis is an
important concept to discuss with student affairs professionals as a part of the graduate
preparation programs as well as on-going professional development efforts. The ACPA and
NASPA (2015) professional competencies focus on the importance of professional and ethical
foundations in Student Affairs. As a part of the developed competencies, professionals are
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encouraged to “identify positive and negative impacts on wellness and, as appropriate, seek
assistance from professional resources” (ACPA & NASPA, 2015, p. 16). Providing future and
current professionals with information about compassion satisfaction and compassion fatigue
may assist in their personal development, in skill development and in supervisory skill
development. Moreover, as a part of the supervisory relationship, learning how to identify and
address the concepts of compassion satisfaction and compassion fatigue may be helpful to
current and future student affairs professionals. Concepts of employee well-being and how to
have conversations with staff as a part of supervisory classes in graduate school or in
professional development workshops may help to facilitate conversations regarding self-care
with both employees and peers.
As a part of encouraging general well-being, the opportunity to encourage time away and
relaxation should be considered. Howard-Hamilton, Palmer, Johnson, and Kicklighter (1998)
found a relationship between increased emotional exhaustion and a lack of utilization of vacation
time among student affairs professionals. Additionally, Roberts (2007) and Scott (2000)
indicated that administrative sabbaticals are underutilized in student affairs as a tool for
professional development. To encourage self-care as well as the development of emotional,
physical, and psychological well-being for professionals, institutions and supervisors should
encourage the use of extended vacation time for student conduct and behavior intervention
professionals. Additionally, the ability to use flexible work scheduling after crisis situations
requiring after hours or extended and increased job responsibilities may assist in the compassion
satisfaction levels of professionals while attempting to reduce possible compassion fatigue
contributing factors.
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Additional training within the workplace for individuals who interact with individuals
who may have experienced crisis may also assist student conduct and behavior intervention
professionals and student affairs professionals overall as well. Compton (2013) encouraged the
implementation of a training for individuals working with crisis would receive training on the
risks of compassion fatigue and prevention before, during, and after a crisis. Corey-Souza’s
(2007) study indicated the more training individual’s serving on the Florida Crisis Response
Team received, higher levels of compassion satisfaction were exhibited. Psychological first aid
and crisis response training could help to provide skills for professionals to utilize. Additionally,
the content of the training can help to provide boundaries for professionals to ensure that the
appropriate staff is addressing the individual experiencing crisis. These trainings also provide the
opportunity to inform staff about resources available to support the community and themselves.
Within the workplace environment, job responsibilities should be evaluated based on the
results of this survey. Corey-Souza (2007) encouraged the evaluation of job responsibilities for
individuals involved with crisis response experiencing job burnout. Individuals in certain fields,
such as alternative dispute resolution and academic integrity issues, may exhibit higher levels of
compassion satisfaction. Whereas, in high stress, regulatory, politically charged and legalistic
areas such as Title IX/sexual misconduct and student organizational conduct, there may be an
increased likelihood of burnout. In looking at position descriptions and job duties, being aware of
possible areas which may contribute to burnout and secondary traumatic stress should be
considered and balanced when possible. Additionally, finding opportunities to encourage
compassion satisfaction, such as through direct student contact, may also help to encourage job
satisfaction and persistence.
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Future Research
This study has provided insight to the concepts of compassion satisfaction and
compassion fatigue in relation to the field of student conduct and behavior intervention
administration. The results of this study afford a foundational point for future research regarding
student conduct administrators as well as student affairs as a profession.
Within this study, several different populations within the student conduct and behavior
intervention field were explored. While there was a cursory evaluation of the experiences of
student conduct professionals, the opportunity exists to explore compassion satisfaction and
compassion fatigue in each of the job function areas more robustly. Additional research on
professionals with job responsibilities across a range of alternative areas may be pursued based
on the results of this study. Such job responsibilities to research include, but are not limited to,
alternative dispute resolution, academic integrity, student organization conduct, and Title IX and
sexual misconduct. Such research may help to provide further understanding of how the
associated job responsibilities impact a person’s professional quality of life. Williams (2014)
discussed the growing role and scrutiny on Title IX administrators and the increasing stress
related to the politics and duties required of Title IX coordinators specifically. As a result, the
growing field of Title IX compliance managers and investigators should also be considered as a
potential target population for future research within the higher education setting with regard to
professional quality of life.
Since the hours of direct student contact had a statistically significant outcome for this
study, further investigative opportunities exist. While individuals with higher and lower numbers
of direct student contact hours had higher instances of compassion satisfaction, the type of
student contact is unknown. Future research could explore the types of student contact and which
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types of contact, such as advising student groups or conducting one on one meetings with
students, have the greatest impact on compassion satisfaction and compassion fatigue.
Additional research opportunities exist to explore the experiences of professionals at
varying levels of their careers in student conduct and behavior intervention. The experience of
new professionals in student conduct may vary from that of midlevel professionals and senior
level professionals. More in depth research regarding the experiences of student conduct
professionals at specific stages within their career may provide a better understanding of the role
and experience of the student conduct professional at different points in time. A longitudinal
study of professional quality of life exploring compassion satisfaction and compassion fatigue
during a cohort’s professional career could help to provide guidance of successful and
challenging periods of career development which contribute to job persistence.
One of the groups missing from this study are those professionals who have left student
conduct and behavior intervention careers for other roles within student affairs or who have left
the field of student affairs entirely. Research regarding the career trajectory and persistence of
student conduct administrators may assist in identifying both the positive and the negative
impacts of student conduct work. Additionally, further research regarding student conduct career
persistence may help to inform future training and education necessary to be successful within
student conduct and student affairs as a professional.
This study focused specifically on the compassion satisfaction and compassion fatigue
scores for student conduct administrators. Additional research should be conducted regarding
professional quality of life for other functional areas of student affairs. Crisis occurs in a variety
of settings related to higher education institutions. Additionally, based on the relationships that
student affairs professionals have with students and student groups, there is a possibility that
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professionals will be called upon to assist with crisis or to support students experiencing crisis.
As a result, a study investigating the levels of compassion satisfaction and compassion fatigue is
encouraged.
Lastly, this study was designed as a quantitative online survey. As a result of the design
of the study, many questions regarding why professionals were experiencing compassion
satisfaction and compassion fatigue were left unanswered. Many conjectures could be made
about what areas of job responsibilities directly or indirectly contributed to the compassion
satisfaction and compassion fatigue levels. One qualitative study by Stoves (2014) investigated
concepts of compassion fatigue with 13 study participants. However, the study did not explore
the concepts of compassion satisfaction. A qualitative study or a mixed methods study would
provide the opportunity to explore further the trends and themes impacting professional quality
of life.
Conclusion
The foundation for this study came from the researcher’s personal and professional
experiences working at an institution post large scale crisis and observing the impact of serving
in a crisis response role while trying to serve the best interest of the students on the campus. How
are student affairs professionals, specifically those within student conduct and behavior
intervention experiencing their environment? How does an administrator’s experience impact
their overall sense of both the positive and negative impact of their role on their campus?
Through the exploration of the concepts of compassion satisfaction and compassion fatigue, as
explored by Stamm (2007b), an understanding of the professional experience based on years of
experience and professional responsibilities was investigated in this study.
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As previously stated, the purpose of this study was to explore the self-reported levels of
compassion satisfaction and compassion fatigue among student conduct and behavior
intervention professionals. With the student development focused roles intermingled with the
ever increasing political, legislative, and ethical challenges faced by student conduct and
behavior intervention administrators daily, the exploration of the positive and negative impact of
the work was central to the study. This study serves as foundational research for future
exploration of the impact of the work within student conduct, behavior intervention, and student
affairs as a profession on those individuals embracing the opportunity to work with college
students on campuses around the world.
Through the use of an online survey methodology, the Professional Quality of Life Scale
(ProQOL 5) was used to examine the levels of student conduct administrators’ levels of
compassion satisfaction, burnout, and secondary traumatic stress. This study served as the initial
research study completed with student conduct and behavior intervention professionals with the
ProQOL 5. While the ProQOL 5 was used for the large scale study, the instrument can be used as
a self-scored report to provide insight regarding an individual’s levels of compassion satisfaction
and compassion fatigue. The self-awareness of professionals across all functional areas within
student affairs, but specifically within student conduct and the related fields, could be essential in
preventing attrition within the field as well as increasing overall professional quality of life.
Further exploration and research regarding the roles within student conduct job
responsibilities and the impact the role has on the individual should continue to be explored. The
impact of working with students in academic integrity and alternative dispute resolution settings
indicated a positive impact on professionals. In contrast, working with students in the student
organizational conduct and sexual misconduct/Title IX investigative processes indicated a
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negative impact on the professional quality of life for study participants. As contemporary
student conduct administration continues to evolve, finding ways to incorporate both the
underpinning of student conduct practice, the educational impact of working with students, and
the evolving landscape of student conduct mandates and requirements is needed to ensure
compassion satisfaction and minimize compassion fatigue for the student conduct and behavior
intervention profession.
Summary
This quantitative study explored the concepts of compassion satisfaction and compassion
fatigue among student conduct and behavior intervention professionals. Through the use of an
online survey methodology, the Professional Quality of Life Scale (ProQOL 5) was used to
examine the levels of student conduct administrators’ levels of compassion satisfaction, burnout,
and secondary traumatic stress. Information regarding the professional’s years of student affairs
and student conduct experience, job responsibilities, on-call responsibilities, and hours of direct
student conduct was compared with the ProQOL scales. The data collected were analyzed using
descriptive statistics, one-way ANOVAs, and linear regression and discussed in this dissertation.
This chapter provided a discussion of the results, implications for the field, as well as
opportunities for future research. Further research is needed on the concepts of compassion
satisfaction and compassion fatigue within the higher education environment, specifically within
student affairs as a profession. The results from this study provide a foundation for future
research on student conduct administrators and inform student conduct practice for current and
future practitioners.
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APPENDIX A
PROFESSIONAL QUALITY OF LIFE SCALE (PROQOL) INSTRUMENT
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APPENDIX B
PERMISSION TO USE PROFESSIONAL QUALITY OF LIFE SCALE (PROQOL)
INSTRUMENT
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APPENDIX C
SURVEY INSTRUMENT
1) Are you currently employed full-time (35+ hours per week) at an institution of higher
education in the United States of America? (Y/N) (required)
2) Do you currently have job responsibilities which include duties involving the investigation or
management of the student conduct process at your institution? (Y/N)
3) Do you currently have job responsibilities which include duties involving the investigation or
management of the academic integrity process your institution? (Y/N)
4) Do you currently have job responsibilities which include duties involving the investigation or
management of the student organization conduct process? (Y/N)
5) Do you currently have job responsibilities which involve the investigation or management of
the institutional process for Title IX related incidents? (Y/N)
6) Do you currently have job responsibilities which involve the facilitation or management of an
alternative dispute resolution program? (Y/N)
7) Do you currently have job responsibilities related to the participation in or management of a
behavior intervention/threat assessment team? (Y/N)
8) Which one of the following positions most closely relates to your current position?
a) Student Conduct Administrator
b) Student Organizational Conduct Administrator
c) Housing and Residence Life Administrator
d) Academic Integrity Administrator
e) Title IX Coordinator/Deputy Coordinator/Investigator
f) Alternative Dispute Resolution Administrator
g) Behavior Intervention/Threat Assessment Administrator
h) Senior Student Affairs Officer Supervising Multiple Function Areas
i) Chief Student Affairs Officer
j) Administrator in a department not listed above in Student Affairs
k) Administrator in a department not listed above outside of Student Affairs
9) Does your current position include on-call responsibilities outside of traditional business
hours? (Y/N)
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10) How many student employees (undergraduate or graduate) do you directly supervise?
 Numerical
11) How many professional staff members do you directly supervise?
 Numerical

12) On average within the past 30 days, how many hours per week do you spend
addressing/managing student conduct/student behavior related cases?
a) 0-9
b) 10-19
c) 20-29
d) 30-39
e) 40-49
f) 50 or more
13) On average within the past 30 days, how many hours a week do you have direct student
contact/interaction?
a) 0-9
b) 10-19
c) 20-29
d) 30-39
e) 40-49
f) 50 or more
When you help people you have direct contact with their lives. As you may have found, your
compassion for those you can affect you positive and negative ways. Below are some questions
about your experiences, both positive and negative, as a helper.
Consider each of the following questions about you and your work situation. Select the number
that honestly reflects how frequently you experienced these things in the last 30 days.
14) I am happy.
15) I am preoccupied with more than one person that I help.
16) I get satisfaction from being able to help people.
17) I feel connected to others.
18) I jump or am startled by unexpected sounds.
19) I feel invigorated after working with those I help.
20) I find it difficult to separate my personal life from my life as a helper.
21) I am not as productive at work because I am losing sleep over traumatic experiences of a
person I help.
22) I think I might have been affected by the traumatic stress of those I help.
23) I feel trapped by my job as a helper.
24) Because of my helping, I have felt “on edge” about various things.
25) I like my work as a helper.
26) I feel depressed because of the traumatic experiences of the people I help.
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27) I feel that I am experiencing the trauma of someone I have helped.
28) I have beliefs that sustain me.
29) I am pleased with how I am able to keep up with helping techniques and protocols.
30) I am the person I always wanted to be.
31) My work makes me feel satisfied.
32) I feel worn out because of my work as a helper.
33) I have happy thoughts and feelings about those I help and how I could help them.
34) I feel overwhelmed because my work load seems endless.
35) I believe I can make a difference through my work.
36) I avoid certain activities or situations because they remind me of frightening experiences of
the people I help.
37) I am proud of what I can do to help.
38) As a result of my helping, I have intrusive, frightening thoughts.
39) I feel “bogged down” by the system.
40) I have thoughts that I am a “success” as a helper.
41) I can’t recall important parts of my work with trauma victims.
42) I am a very caring person.
43) I am happy that I chose to do this work.
44) What type of institution do you work at?
a) 2 Year Public
b) 2 Year Private Non-Profit
c) 2 Year Private For-Profit
d) 4 Year Public
e) 4 Year Private Non-Profit
f) 4 Year Private For-Profit
g) Other
45) How many years have you been at your current institution? (Please round up if you have more
than 6 months of experience within a certain year.)
a) 0-5
b) 6-10
c) 11-15
d) 16-20
e) 21-25
f) 25 -29
g) 30 years or more
46) How many years have you worked as a full time professional in student affairs? (Please round
up if you have more than 6 months of experience within a certain year.)
a) 0-5
b) 6-10
c) 11-15
d) 16-20
e) 21-25
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f) 25 -29
g) 30 years or more
47) Over your career, how many years have you worked in a position which has student
conduct/behavior related responsibilities? (Please round up if you have more than 6 months of
experience within a certain year.)
a) 0-5
b) 6-10
c) 11-15
d) 16-20
e) 21-25
f) 25 -29
g) 30 years or more
48) What is your gender?
a) Female
b) Male
c) Transgender
d) Prefer not to respond
49) What is the highest educational degree you have attained?
a) High School
b) Associates
c) Bachelors
d) Masters
e) Professional
f) Doctorate
50) What is your age range?
 18-24
 25-29
 30-34
 35-39
 40-44
 45-49
 50-54
 55-59
 60-64
 65+
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APPENDIX D
INFORMED CONSENT TO PARTICIPATE IN RESEARCH

Informed Consent to Participate in Research
Information to Consider Before Taking Part in this Research Study
Pro # 24043
Researchers at the University of South Florida (USF) study many topics. To do this, we need the help of
people who agree to take part in a research study. This form tells you about this research study. We are
asking you to take part in a research study that is called: The Crisis of Caring: Compassion Satisfaction
and Compassion Fatigue among Student Conduct and Behavior Intervention Professionals.. The person
who is in charge of this research study is Cara Bernstein Chernoff. This person is called the Principal
Investigator.
This research has been reviewed and approved by the Association of Student Conduct Administration
(ASCA) Research Committee.

Purpose of the Study
The purpose of this study is to explore the relationship between being a student conduct administrator on
a college campus and the administrator’s self-perception of compassion satisfaction, compassion fatigue,
and burnout. Additionally, this study will look at the years of experience, job functions and other
situational factors which may impact an individual’s overall professional quality of life. Your experience
will provide valuable insight to the impact of student conduct work on yourself as an individual. This
study is being conducted for a dissertation and will be conducted by a student.

Why are you being asked to take part?
We are asking you to take part in this research study because you are a member of the Association of
Student Conduct Administration and may have job responsibilities in student conduct administration.
Your experience as a student conduct professional is valued and participation in this research will help to
further the body of knowledge regarding student conduct and its impact on compassion satisfaction and
compassion fatigue.
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Study Procedures
If you take part in this study, you will be asked to complete an online survey through an electronic
website. All data is collected anonymously. The online survey should take approximately 15 minutes to
complete. There is no additional follow-up after completion of the survey.

Alternatives / Voluntary Participation / Withdrawal
You have the alternative to choose not to participate in this research study.
You should only take part in this study if you want to volunteer; you are free to participate in this research
or withdraw at any time. There will be no penalty or loss of benefits you are entitled to receive if you
stop taking part in this study.

Benefits and Risks
We are unsure if you will receive any benefits by taking part in this research study.
This research is considered to be minimal risk. However, the researcher recognizes the challenges which
student conduct professionals may be exposed to sensitive and disturbing information while addressing
difficult situations including crisis related situation. If you or someone you know needs assistance or a
referral to a mental health counselor related to your helping role as a professional, please contact your
institution’s Employment Assistance Program, the Substance Abuse and Mental Health Services
Administration National Helpline at 1-800-662-HELP (4357), or the National 211 Collaborative at
http://www.211.org.

Compensation
We will not pay you for the time you volunteer while being in this study.

Privacy and Confidentiality
We must keep your study records as confidential as possible. It is possible, although unlikely, that
unauthorized individuals could gain access to your responses because you are responding online.
Certain people may need to see your study records. By law, anyone who looks at your records must keep
them completely confidential. The only people who will be allowed to see these records are: Dr. William
Young, the advising professor and The University of South Florida Institutional Review Board (IRB).
It is possible, although unlikely, that unauthorized individuals could gain access to your responses.
Confidentiality will be maintained to the degree permitted by the technology used. No guarantees can be
made regarding the interception of data sent via the Internet. However, your participation in this online
survey involves risks similar to a person’s everyday use of the Internet. If you complete and submit an
anonymous survey and later request your data be withdrawn, this may or may not be possible as the
researcher may be unable to extract anonymous data from the database.

Contact Information
If you have any questions about your rights as a research participant, please contact the USF IRB at 9745638. If you have questions regarding the research, please contact the Principal Investigator at
cchernoff@usf.edu.
We may publish what we learn from this study. If we do, we will not let anyone know your name. We
will not publish anything else that would let people know who you are. You can print a copy of this
consent form for your records.
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I freely give my consent to take part in this study. I understand that by proceeding with this survey that I
am agreeing to take part in research and I am 18 years of age or older.

[http://usf.az1.qualtrics.com/SE/?SID=SV_09FukQPYDuy8k0R]
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APPENDIX E
REQUEST TO STUDY ASCA MEMBERSHIP APPLICATION FOR RESEARCH
COMMITTEE
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APPENDIX F
REQUEST TO STUDY ASCA MEMBERSHIP INSTRUCTIONS
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APPENDIX G
INITIAL E-MAIL TO STUDY PARTICIPANTS
Dear [First Name of Participant],
You have been chosen to participate in a study of ASCA members that will examine impact of being a
student conduct administrator on a college campus on an individual’s self-perception of compassion
satisfaction, compassion fatigue, and burnout.
Very little published research exists regarding compassion satisfaction and compassion fatigue within
institutions of higher education. Even less research speaks to impact of working in student conduct
administration. No prior quantitative studies have explored the positive and negative impact of student
conduct work, including Title IX and Behavior Intervention work, on student conduct administrators.
Therefore, the purpose of this study is to the impact of the student conduct work on compassion
satisfaction and compassion fatigue.
Participating in this study is completely voluntary and will involve completion of an online survey. The
survey should take approximately 15 minutes to complete. No personally identifiable information will be
solicited in the survey, and all information collected will remain anonymous. You do not need to answer
any questions that you do not wish to answer, and you may stop or withdraw your participation at any
time without consequence. The results of this study may be used in reports, presentations, and
publications but the researcher will not identify you or your institution.
There are no known risks for participating in this study. However, by participating, you will support
furthering the research about student conduct administrators as well as supporting a fellow ASCA
member’s doctoral dissertation research.
This study is being conducted by Cara Bernstein Chernoff, ASCA member and doctoral candidate at the
University of South Florida (USF), as part of her doctoral dissertation. If you have questions regarding
the study or your participation in it, you can contact Cara Bernstein Chernoff at (813)444-2272 or
cchernoff@usf.edu. You can also contact Dr. William Young, Major Professor at williamyoung@usf.edu.
This study has been reviewed and approved by the ASCA Research Committee and the University of
South Florida Institutional Review Board (PRO# 24043). However, should you have any concerns or
questions about your rights as a volunteer participant in this project, please contact USF IRB at (813)9745638.
Thank you in advance for your participation in this study. To take the survey, click on the following link:
http://usf.az1.qualtrics.com/SE/?SID=SV_09FukQPYDuy8k0R.
Sincerely,
Cara Bernstein Chernoff
PhD Doctoral Candidate
University of South Florida
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APPENDIX H
REMINDER E-MAIL TO STUDY PARTICIPANTS
Dear [First Name of Participant],
Two weeks ago, you were invited to participate in a research study of ASCA members that will examine
impact of being a student conduct administrator on a college campus on an individual’s self-perception of
compassion satisfaction, compassion fatigue, and burnout. If you have already completed the online
survey, thank you for your participation. If you have not completed the survey, you are invited to
complete the survey at this time.
Participating in this study is completely voluntary and will involve completion of an online survey. The
survey should take approximately 10 minutes to complete. No personally identifiable information will be
solicited in the survey, and all information collected will remain anonymous. You do not need to answer
any questions that you do not wish to answer, and you may stop or withdraw your participation at any
time without consequence. The results of this study may be used in reports, presentations, and
publications but the researcher will not identify you or your institution.
There are no known risks for participating in this study. However, by participating, you will support
furthering the research about student conduct administrators as well as supporting a fellow ASCA
member’s doctoral dissertation research.
This study is being conducted by Cara Bernstein Chernoff, ASCA member and doctoral candidate at the
University of South Florida (USF), as part of her doctoral dissertation. If you have questions regarding
the study or your participation in it, you can contact Cara Bernstein Chernoff at (813)444-2272 or
cchernoff@usf.edu. You can also contact Dr. William Young, Major Professor at williamyoung@usf.edu.
This study has been reviewed and approved by the ASCA Research Committee and the University of
South Florida Institutional Review Board (PRO# 24043). However, should you have any concerns or
questions about your rights as a volunteer participant in this project, please contact USF IRB at (813)9745638.
Thank you in advance for your participation in this study. To take the survey, click on the following link:
http://usf.az1.qualtrics.com/SE/?SID=SV_09FukQPYDuy8k0R.
Sincerely,
Cara Bernstein Chernoff
PhD Doctoral Candidate
University of South Florida

174

APPENDIX I
PERMISSION TO STUDY ASCA MEMBERSHIP
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APPENDIX J
UNIVERSITY OF SOUTH FLORIDA INSTITUTIONAL REVIEW BOARD APPROVAL

IRB Study Processing Completed
To:

Cara Bernstein Chernoff

RE:

The Crisis of Caring

PI:

Cara Bernstein Chernoff

Link:

Pro00024043
You are receiving this notification because processing has been completed on
the above-listed study. For more information, please navigate to the project
workspace by clicking the Link above.
Please note, as per USF IRB Policy 303, “Once the Exempt determination is
made, the application is closed in eIRB. Any proposed or anticipated changes
to the study design that was previously declared exempt from IRB review
must be submitted to the IRB as a new study prior to initiation of the change.”
If alterations are made to the study design that change the review category
from Exempt (i.e., adding a focus group, access to identifying information,
adding a vulnerable population, or an intervention), these changes require a
new application. However, administrative changes, including changes in
research personnel, do not warrant an amendment or new application.
Given the determination of exemption, this application is being closed in ARC.
This does not limit your ability to conduct your research project. Again, your
research may continue as planned; only a change in the study design that
would affect the exempt determination requires a new submission to theIRB.
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APPENDIX K
PERMISSION TO REPRINT CRISIS MATRIX
This Agreement between Cara Bernstein Chernoff ("You") and John Wiley and Sons ("John Wiley
and Sons") consists of your license details and the terms and conditions provided by John Wiley and
Sons and Copyright Clearance Center.
License Number

3699521153117

License date

Aug 31, 2015

Licensed Content Publisher

John Wiley and Sons

Licensed Content Publication Wiley Books
Licensed Content Title

Campus Crisis Management: A Comprehensive Guide to Planning, Prevention,
Response, and Recovery

Licensed Content Author

Eugene L. Zdziarski, Norbert W. Dunkel, J. Michael Rollo

Licensed Content Date

Mar 1, 2007

Pages

384

Type of use

Dissertation/Thesis

Requestor type

University/Academic

Format

Print and electronic

Portion

Figure/table

Number of figures/tables

1

Original Wiley figure/table
number(s)

Figure 2.1

Will you be translating?

No

Title of your thesis /
dissertation

The Crisis of Caring: Compassion Satisfaction and Compassion Fatigue among Student
Conduct and Behavior Intervention Professionals

Expected completion date

Aug 2016

Expected size (number of
pages)

200

Requestor Location

Cara Bernstein Chernoff
18138 Heron Walk Dr.
TAMPA, FL 33647
United States
Attn: Cara Bernstein Chernoff

Billing Type

Invoice
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Billing Address

Cara Bernstein Chernoff
18138 Heron Walk Dr.
TAMPA, FL 33647
United States
Attn: Cara Bernstein Chernoff
0.00 USD

178

